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Abstract 
This quantitative study assessed the school climate and teacher morale of 8 of 11 
elementary schools in one urban school district in the Lower Hudson Region of New 
York State.  
Instruments used to gather the perceptions of prekindergarten to sixth-grade 
classroom teachers were the Organizational Health Inventory (OHI-E) for elementary 
schools and the Purdue Teacher Opinionaire (PTO). Sub factors on the OHI-E were 
institutional integrity, collegial leadership, resource influence, teacher affiliation, and 
academic emphasis. Factors on the PTO were rapport with principal, satisfaction with 
teaching, rapport among teachers, teacher salary, teacher load, curriculum issues, teacher 
status, community support, school facilities and services, and community pressures.  
The inferential statistics used in the data analysis included t tests, Kruskal-Wallis 
ANOVAs, planned comparisons using chi-square analyses, and Pearson’s r.  
The OHI-E revealed that overall school health in the district and schools should 
not be based solely upon an overall health index, but should take into account individual 
sub factors. The PTO revealed that overall teacher morale in the district and individual 
schools was relatively consistent and positive as a result of teachers’ relationships with 
their respective principals. Principals supported teachers despite the many challenges 
faced in the district. Elementary principals instilled a sense of pride and enthusiasm in 
their buildings, encouraging teachers to exhibit these attributes in their schools. Areas of 
moderately low morale were related to the quality of school facilities and services, and 
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lack of community support. Current challenges and data provide a platform for further 
discussion between all stakeholders. 
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Chapter 1: Introduction 
Overview and Context of the Study 
Schools are complex, multidimensional communities that are grounded in social 
affiliations (Barth, 2001; Hoy, Tarter, & Kottkamp, 1991). Urban schools encounter even 
greater social challenges that include “low student achievement, overcrowded 
classrooms, lack of parental involvement, limited resources, and inadequate working 
conditions” (Goodwin, 2004, p. 19). Teachers, students and administrators, regardless of 
the situation, must develop and foster healthy relationships in order to create and sustain 
a positive learning environment. In fact, improved interpersonal relationships play a 
significant role in motivating staff and helping the school achieve its mission (Hoy & 
Hannum, 1997). There is overwhelming evidence to suggest that high morale is 
correlated to high student achievement and low morale is correlated to low student 
achievement (Houchard, 2005; MacKenzie, 2007; Protheroe, 2006; Tye & O’Brien, 
2002). 
One goal of this study was to gain teachers’ perceptions of their school’s 
organizational health. Since organizational health represents a “health metaphor” used 
synonymously to refer to school climate, the term school climate will be used throughout 
the study (Hoy et al., 1991). Evaluating school climate and morale is one way of taking a 
closer look at social interactions and factors that impact organizational effectiveness and 
the well-being of adults. Unfortunately, not everyone views organizational climate and 
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morale as a number-one priority, thus creating the insensitivity to its importance when 
compared to assessing student achievement or other more tangible variables.  
The teacher’s morale has an impact on their efficacy in the classroom 
(Tschannen-Moran & Hoy, 2001). Efficacy may be viewed as personal or collective. 
Teachers that demonstrate a willingness to go above and beyond and believe in their 
personal capabilities tend to exude greater levels of enthusiasm in their work (Allinder, 
1994) as well as greater commitment to students and staff (Coladarci, 1992 as cited in 
Tschannen-Moran et al., 2001). This level of enthusiasm and motivation are 
demonstrated through high teacher expectations for self and others. They believe students 
will achievement despite socioeconomic status and that a connection exists between high 
student achievement and efficacy (Goddard, Hoy, & Woolfolk Hoy, 2000; Jerald, 2007;).  
In the elementary setting, prekindergarten to sixth-grade teachers spend much of 
their day attending to the academic, social, and emotional needs of students. Due to 
teachers’ daily experiences and interactions with stakeholders inside and outside of the 
school building, they share a perspective on how to meet the needs of students in their 
classrooms. Since teachers are held accountable for the success of their students, it seems 
their perceptions of how to make a difference in the lives of children are an essential 
component. The question becomes how do we create the forum/dialogue for this 
courageous conversation to occur?  
Teachers must be provided the necessary supports to effectively deliver 
instruction and meet student needs. Teachers must be accountable and willing to do 
whatever is necessary to promote student learning. In doing so, they must maintain work 
life balance by taking care of their emotional and physical needs, as well as work 
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collaboratively with parents, colleagues and administration to address the needs of 
students. 
Working in isolation is detrimental to teachers especially with the stressors that 
are associated with urban communities. Families living in low-income housing; single-
parent households, excessive work hours, lack of family support, drug and alcohol abuse, 
gang violence, mental illness and so much more are destructive forces that negatively 
impact teachers. 
Not only are teachers affected by these negative stimuli, but administrators and 
others that come in contact with these realities on a constant basis become affected in 
some way or another. Is there a sense of urgency to develop healthy schools? Is there a 
sense of urgency to improve morale not only for teachers, but for everyone? Absolutely!  
Leadership plays a significant role in improving school climate and the morale of 
teachers (Schlaffer, 2006). Leaders provide clarity toward common goals, encourage high 
standards, hold individuals accountable, provide recognition, and encourage teamwork 
(Atkinson & Frechette, 2009, p. 1).Since teachers are involved and directly affected by 
all facets of school life, a great starting point for improving school achievement, teacher 
morale, and the overall school climate is by taking the pulse of teacher’s perceptions. 
As a practicing urban elementary school principal of students in prekindergarten 
to sixth-grade, I am particularly interested in the perceptions of prekindergarten to sixth-
grade classroom teachers as they relate to school climate, and the factors of teacher 
morale. The research indicates that while leadership plays a significant role in developing 
healthy learning environments, as well as fostering high morale, there are other factors 
that influence the health of the school and the morale of teachers (Valentic, 2005; 
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Wangdi, 2008;). Some of the other factors include resource allocations, community 
support, teacher load, academic emphasis/achievement, and collaborative, professional 
relationships (Rowland, 2008). 
These factors were the essential components of the study, with the understanding 
that key stakeholders (community/parents, administration, teachers/students) must work 
in collaboration. What better way to begin the process and create a plan of action for 
school improvement and well-being than to evaluate the climate of your school and 
determine the factors affecting the morale of the teachers? 
School climate.  School climate and morale has been a subject of great concern to 
school leaders for over 50 years (Cohen, McCabe, Michelli, & Pickeral, 2009; Yee, 
2010). This concern is based on the desire to make schools better places to work—more 
productive, higher achieving, and increasingly committed and vibrant institutions of 
learning. There has been ongoing debate on whether these constructs are “individual or 
group phenomenon and whether school climate and morale have a reciprocal effect on 
the health of the school” (Evans, 1992, p. 162). According to research, an important point 
is that schools strive to become healthier learning environments (Hoy et al., 1991) and 
these environments depend on interpersonal (e.g. friendships, family, romance) and 
professional relationships (e.g. collaborative teams) to create effective schools (Eaker, 
DuFour & DuFour, 2002). 
Interpersonal relationships play a major role in how individuals perceive their 
experiences: the way in which teachers relate to one another, leaders, students, parents 
and the community. These relationships form the building blocks of the overall school 
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community and define its character and quality of school life (National School Climate 
Council, 2007, p. 2). 
In addition to a focus on interpersonal relationships, school climate and teacher 
morale are two multifaceted and complex concepts that have a tremendous impact on 
student achievement and the overall learning environment (American School Counselor 
Association, 2003). School climate is “the quality and character of school life. It is based 
on patterns of school life experiences and reflects norms, goals, values, interpersonal 
relationships, teaching, learning and leadership practices, and organizational structures” 
(National School Climate Center, 2007, p. 5). Morale is a group phenomenon that is 
comprised of individuals’ collective feelings of enthusiasm and obtainment of 
professional goals, whereby teachers feel a sense of accomplishment from their jobs (Hoy 
& Miskel, 1987). Contrary to this way of thinking, Evans (1992) has conducted research 
suggesting that morale is an individual phenomenon. 
The classroom teacher is an integral part of the learning process. S/he has a direct 
impact on students in the classroom. A teacher’s attitude—whether positive or negative—
affects students and staff in the school, Wangdi (2008); and one of the main priorities for 
teachers is to “strive toward higher morale” (Whitaker, Whitaker, & Lumpa, 2009, 
p. xvii). These differences are found in higher versus lower performing schools. 
Studies conducted by Hoy and associates and reported in the National Council of 
Professors of Educational Administration indicate that a positive school climate 
differentiates high-performing schools from low-performing schools, (Hoy et al., 1991; 
National Council of Professors of Educational Administration, 2009) and healthy schools 
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from unhealthy schools (Hoy et al., 1991) and affects teacher efficacy (Hoy & Woolfolk, 
1993).  
Whether a high- or low-performing school, teachers’ many different ways of 
viewing the school provide subjective perceptions based on past and present experiences 
(Evans, 1998). Perceptions play an integral role in the way individuals view their jobs, 
behave, and perform on a daily basis. Improving the perceptions of teachers, particularly 
those working in public education, is no easy task. Urban school districts create an even 
bigger challenge for teachers and principals. The challenges of improving morale and 
creating healthy organizations that believe and practice its implementation are extremely 
important to a harmonious balance between people, resources, support, and achievement 
(Hoy et al., 1991). 
Background.  Many schools strive to meet district and state expectations, as well 
as compete on a national level. Such a focus, unfortunately, tends to emphasize academic 
achievement at the expense of other crucial factors.  Schools in urban areas find new 
mandates focused solely on academic achievement with little or no emphasis on the 
social and emotional considerations of students and staff (National School Climate 
Council, 2007).  The lack of social considerations only intensifies the problems, 
including academic problems that schools encounter on a daily basis. In urban school 
districts, schools serve as an oasis for academic and child development. Teachers and 
staff are expected to address the many critical needs of students. In many cases, students 
arrive to school hungry, ill prepared, and overwhelmed by family dynamics. As such, 
teachers are expected to teach, nurture, and address these concerns in order to ensure 
students are able to focus on academic achievement.  
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Educators have an exorbitant amount of work to do and feel there is no time in the 
day to accomplish most tasks (Lumsden, 1998); in part, because they are inundated with 
directives, assessments, new curricula, and a growing range of required paperwork.  The 
result is often less than ideal school climates and levels of teacher morale.  How, then, are 
teachers, staff, and administrators able to improve school climates and morale under such 
conditions? It begins with awareness that school climate and morale is in need of 
improvement and is an integral component of school reform efforts, especially urban 
school reform in today’s public school system.  
Urban school reform context.  Urban school reform is a vast undertaking. The 
American public school system consists of approximately 14,000 districts with a wealth 
of social and environmental challenges that have an impact both inside and outside of the 
school. Urban school districts make up a significant proportion of the American public 
school system. According to the National Center for Educational Statistics (2001), 30% 
of the nation’s economically disadvantaged, 40% of minority students, and 21% of all 
public school teachers attend and work in the largest 100 urban public school districts 
(Snipes & Casserly, 2004).  
The life-changing effects of living in an urban community affect all 
stakeholders—students, teachers, administrators, parents, central administrative staff, as 
well as the community. Individuals are consumed with individual challenges and feelings 
of isolation. A lack of communication and trust are more prevalent, detracting from the 
real progress needed to overcome obstacles and to “re-establish a positive learning 
culture” (Yisrael, 2011). Positive learning cultures require collaboration and partnerships 
as the keys to success (Marx, et al., 2004).  
8 
Never before has partnership become such a needed step and important 
component of today’s educational system. In moving toward 21st century goals and 
competing in a global economy, the American educational school system is working 
more diligently than ever to develop ways and means of addressing the declining 
performance of students on the elementary, secondary and high school levels. The sense 
of urgency to increase the graduation rate, decrease student dropout rate and support 
more students entering and graduating from college is a primary responsibility for our 
nation’s educators, administrators, parents and community members.  
These efforts continue to evolve as the American public school system seeks to 
find ways of improving student academic achievement, teacher development, principal 
leadership, and parent/community partnerships. In rural and suburban communities, 
greater strides to accomplish these goals have emerged; however, urban school 
communities face an overwhelming amount of social and environmental issues that 
hinder them from making expedient and necessary changes without challenges that have 
a negative effect on the school’s climate and morale. 
The challenges faced by urban school districts are inclusive of students from 
diverse backgrounds, and high levels of poverty. In fact, a family of four making a 
maximum of $15,000 is considered living at the poverty level, which brings a host of 
problems given a lack of educational resources, various cultural needs, behavioral 
challenges, inconsistent leadership and a lack of parental and community involvement 
(Yisrael, 2011). 
Despite these challenges, teachers and administrators are expected to address 
these needs while continuing to adhere to the new state achievement standards that, in 
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most cases, pay little attention to the overwhelming concerns faced by families in this 
community and schools residing in these urban school districts. Unfortunately, these 
challenges; the situation of retaining new and highly qualified teachers, as well as the 
decline in teacher morale play a significant role in improving urban public schools. 
Therefore, in tandem with developing awareness and strategies to improve student 
academic achievement; efforts to improve morale and school climate on all levels, in 
particular, our elementary levels, are paramount.  
Local context.  During a principal’s conference in September 2010, the district’s 
strategic plan was unveiled highlighting the expected goals for the upcoming school year. 
Plans for student improvement, new curriculum initiatives in mathematics, and 
professional development were outlined. A substantial amount of time was spent on 
teacher evaluations and accountability expectations. What was not discussed was a plan 
to measure or improve the morale in the district.  
During my first year as principal and leader of an urban elementary school, I 
identified morale as a serious concern. It was evident that frequent changes in leadership 
took a tremendous toll on the faculty.  Teachers felt unappreciated and under attack.  
Teachers also reported that safety concerns, lack of parent involvement and negative 
community views toward teachers, and the school in general, contributed to the decline in 
morale and unhealthy school environment. These were assumptions, yet they seemed to 
be the reality of my experience as leader of the building. It was clearly evident that a 
change needed to occur; a change that would occur over a period of time. 
During the conference, I discovered that principals of blue ribbon schools, new 
principals, and even tenured principals shared a common view point. They felt that 
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morale took a nose dive with the increase in New York State cut scores and an increase in 
the number of students achieving at Level 1 and Level 2 in English language arts and 
mathematics state assessments. According to the New York State Department of 
Education, a Level 1 is considered below average (student performance at the lowest 25th 
percentile) and a Level 2 is considered approaching the standards (student performance 
within the 25th to 50th percentile) (New York State Department of Education, 2010). 
This sentiment was further substantiated at the conclusion of a summer institute 
on school climate held in New York City. During the institute, the need for schools to 
create school climate teams and conduct comprehensive school climate assessments 
became even more apparent. The National School Climate Standards were reviewed and 
the first standard emphasized the importance of establishing “a shared vision and plan for 
promoting, enhancing and sustaining a positive school climate” (National School Climate 
Council, n.d., p. 3). The council stressed that a positive school climate fosters learning 
and youth development, and that morale is a core component of improving school 
climate.  
Statement of the Problem 
The American educational system continues to struggle with providing equal 
education for all students. In fact, non–English speaking students, low-income students 
and racial minorities pose specific challenges that impact urban public schools. 
According to research, 50% of African American and Latino students attend urban 
schools with 75% or more of the student population receiving free or reduced lunch. Only 
5% of White students attend these schools, indicating that a large majority of middle-
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class families have migrated to suburban areas, leaving a disproportionate number of 
challenges for school communities to address (Clemmitt, 2007). 
The concerns associated with urban schools have a profound impact on teachers, 
students, administrators and families. Communities are also affected in negative ways, 
leading to a sense of disconnect, frustration, and breakdown in communication. This lack 
of understanding on the part of various stakeholders affects the morale of teachers and 
administrators. It also impacts resource allocation, curriculum issues, and overall school 
climate.  
Theoretical Rationale 
This study postulated and tested an organizational health model developed by 
Wayne Hoy and associates, which is based on the work of Matthew Miles.  The model 
has been used to analyze the properties of school health, and was originally based on 
Parson’s social system’s theory, also known as the Parsonian framework. This framework 
focuses on the organization’s ability to remain cohesive while attaining its goals and 
adapting to environmental changes (Hoy & Hannum, 1997). 
The Parsonian framework was developed by the pioneering sociologist Talcott 
Parsons in the 1950s and 60s. This well-known American sociologist developed a broad 
theory of society that focused on the “power of the social system to influence the social 
behavior of individuals.” The first researcher in Parson’s tradition to use the health 
metaphor to explore school effectiveness was Matthew Miles during his study of 
organizational health for high schools. Miles developed a theory that proposed 10 
properties, “goals, communication, power; resource use, cohesiveness, morale; 
innovation, autonomy, adaptation and problem solving capacity,” that addressed the 
12 
needs of a social system (Matthew Miles, 1969; as cited in Freiberg, 1999, p. 86). He 
indicated that proposed properties within the three levels of needs—task needs, 
maintenance needs, and growth/development needs—were essential to the system’s 
success and that healthy schools adhered to its mission, managed external forces and 
demonstrated sustainability (Freiberg, 1999). 
Using Parsons as a grand theory and the work of Miles on needs and properties of 
social systems in general, Hoy created a way of thinking about organizational health that 
is specific to schools.  The organizational health theory developed by Hoy and associates 
considered organizational health as the harmonious alignment of three levels: the 
technical/teacher level, the administrative/managerial level, and the 
institutional/community level (Hoy, Tarter, & Kottkamp, 1991; Hoy & Feldman, 1987). 
Hoy’s approach was based on the assumption that interpersonal relationships in today’s 
elementary schools are affected and influenced by outcomes on each of the three levels 
and within five dimensions—“teacher affiliation, academic emphasis, collegial 
leadership, resource influence, and institutional integrity”—associated with each level 
(Hoy & Hannum., 1997, p. 31). 
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Figure 1.1.  The Relationship of Three Levels of Organizational Health. Based on The 
Road to Open and Healthy Schools: A handbook for change. Elementary and middle 
school edition, by: W. K. Hoy & C. J. Tartar, 1997, Thousand Oaks, CA: Sage. 
Hoy’s organizational health theory provided a conceptual framework for 
examining the organizational health of elementary schools in one specific urban school 
district for this dissertation. It also provided a conceptual framework for understanding 
the relationship between school climate and morale of pre-K to sixth-grade classroom 
teachers in a set of schools in a high needs, urban school district. 
Organizational health theory was the primary guiding theory for this study and the 
Organizational Health Inventory–Elementary (OHI–E; Hoy et al., 1997) was used to 
measure school climate.   
This study’s theoretical rationale and conceptual framework were the starting 
point for initiating meaningful conversation related to ways of improving and sustaining 
healthy learning environments and addressing the questions related to a solution for 
addressing school climate challenges (Hoy et al., 1991; Hoy & Hannum, 1997). It is 
through this initial study that factors of morale will be identified and analyzed within an 
organizational health context within this urban school district.  
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Purpose of the Study 
The purpose of this quantitative research study consists of several objectives: (a) 
to determine the school climate and morale of prekindergarten to sixth-grade classroom 
teachers in the district; (b) to determine what, if any, specific sub factors have a 
statistically significant impact on school climate and morale; (c) to compare teachers’ 
perceptions of school climate and morale across schools; and (d) determine if a 
statistically significant relationship exists between school climate and morale.  
Research Questions 
The following essential questions were addressed in the study: 
1. (a) What was the school climate of elementary schools in the district, as 
perceived by prekindergarten to sixth-grade classroom teachers who completed the OHI-
E? (b) Were there sub factors of school climate that were significantly higher or lower 
than others based on the OHI-E for elementary schools? 
2. What was the morale of teachers in the district as perceived by 
prekindergarten to sixth-grade classroom teachers who completed the Purdue Teacher 
Opinionaire (PTO; Bentley and Rempel, 1980)?  
3. Was there a significant difference in the school climate and morale of 
teachers in some schools compared to others, based on overall and sub factor data? 
4. What was the relationship between school climate and teacher morale in the 
sample? 
Significance of the Study 
The overarching significance of this study was to seek a better understanding of 
why teachers express low morale in one urban school district. A secondary focus was to 
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elicit teachers’ perceptions of school climate, so that as a representative of elementary 
principals, we would be able to use this information to be more effective leaders and 
supporters. With the increasing changes in education and the impact from state reform 
efforts, taking a closer look at the organizational health (synonymous to school climate 
and learning environment) and teacher morale in the district and individual elementary 
schools is one starting point worthy of investigation. 
Definition of Terms 
A Blueprint for Reform: The Reauthorization of the Elementary and Secondary 
Education Act. This document was created by the United States Department of Education 
to outline the President’s expectations and goals for education in America’s education 
system. It emphasizes the need to develop, monitor, and support teachers and principals 
in their goals to increase the graduation rate, increase standards and work collaboratively 
to improve schools in the 21st century.  
Factor. Specific survey instruments refer to factors. A factor is used on the PTO 
and represents components or variables that have contributed to morale of teachers.  
Individual dimensions. These characteristics refer to gender, ethnicity, teacher 
salary range, reason for entering and remaining in the profession, and years of 
experience. 
Morale. The Merriam Webster Collegiate Dictionary (Morale, 2007) defines 
morale as “the moral principles, teachings, or conduct; the mental and emotional 
condition (as of enthusiasm, confidence, or loyalty) of an individual or group with regard 
to the function or tasks at hand; a sense of common purpose and confidence in the future” 
(p. 807). Schools have been identified as healthy or unhealthy. In a healthy environment, 
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teachers feel a sense of accomplishment from their jobs; they feel good about working 
together with their peers and teachers morale is high (Hoy & Miskel, 1987). Morale as 
defined by Bentley and Rempel (1970) relates to the enthusiasm that individuals display 
toward the attainment of specific professional goals. Evans (1992) suggests that morale is 
related to the needs of individuals that affect his/her work. 
For purposes of this study, Bentley and Rempel (1970) indicate that morale is a 
complex, multidimensional phenomenon that refers to the enthusiasm and spirit that an 
individual holds toward goals and professional ambition as a group or individual 
(Houchard, 2005, p. 22). It is a combination of individual, organizational, and 
professional status (Mackenzie, 2007). 
Organizational dimensions. These characteristics consist of class size, size of the 
school, and poverty level as reflected by the number of students receiving free and 
reduced lunch.  
Organizational health. The organizational health of a school is based on the 
alignment of technical (teaching and learning), managerial (leadership and resource 
attainment), and institutional (external-community) considerations (Hoy, 1990; Hoy et 
al., 1991).    
Organizational Health Inventory-Elementary. These were two individual 
instruments used to measure school climate using a health metaphor. According to the 
surveys, the more open a school, the healthier a school. The elementary version considers 
institutional integrity, collegial leadership, resource influence, teacher affiliation, and 
academic emphasis comprised of 37 items on a 4-point Likert scale. (Hoy, 2009).   
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Purdue Teacher Opinionaire. This is a quantitative survey instrument designed to 
measure factors of teacher morale. It consists of 100 questions that consider factors such 
as rapport with the principal, satisfaction with teaching, rapport amongst teachers, salary, 
teacher load, curriculum issues, teacher status, community support, facilities and services, 
and community pressures.   
Urban School Districts. Districts that are highly populated in inner city areas 
and/or consist of high poverty student populations (based on the number of free and 
reduced lunch students). Districts faced with many social challenges: family dynamics, 
crime factors and economic concerns.  
Chapter Summary 
The current review of literature focused on school climate research, inclusive of 
studies on organizational health. Information was derived from empirical articles, books 
and dissertations associated with teacher morale; specifically, studies that addressed 
factors of low and high morale. Additional information was gathered from research 
articles on job satisfaction, teacher retention, stress, and burnout. The purpose of this 
research was to gather perception data from elementary school teachers in the district in 
order to make recommendations for systemic organizational health and morale 
improvement efforts in one urban public school district for the 2012-2013 academic 
school year.  
An additional purpose was to provide an argument in support of school climate 
and morale research and the necessity to conduct assessments such as this in other 
elementary schools, secondary schools, and high schools in the district. The ultimate goal 
of the researcher was to encourage conversation, encourage ongoing dialogue, determine 
18 
ways to motivate teachers based on factors and dimensions needing additional attention 
and encourage collaboration that will ultimately lead to greater student achievement, 
greater support systems and healthier learning environments. 
As research consistently indicates, healthy school climate and high morale has a 
positive impact on teachers, and indirectly affects student achievement in a positive way 
(Hoy et al., 1987; Lumsden, 1998). Therefore, the study of school climate sub factors and 
factors of teacher morale are significant to improving learning environments in urban 
elementary schools.   
In one of Todd Whitaker’s most recent books on improving teacher morale, he 
states, “Having high staff morale is critical, but few people know how to enhance it” 
(Whitaker et al., 2009). Hence, the goal of this study was to investigate the relationship 
between prekindergarten to sixth-grade classroom teachers’ perceptions of school climate 
and factors of morale by administering and analyzing quantitative survey data; to make 
recommendations to improve school climate and morale within each principal’s 
respective building; and, to provide information to central administration that addresses 
the importance of improving and sustaining a positive school climate and morale during 
these times of fiscal crisis and educational reform. 
This chapter provided an overall introduction, discussion of school climate and 
morale, urban school reform context, background to the study, local context, statement of 
the problem, theoretical rationale, statement of the purpose, and relevant research 
questions. The chapter concluded with the significance of the study, definition of terms 
and chapter summary.   
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Chapter 2 will present a review of the literature relating to school climate, 
organizational health, and teacher morale, including background, environment, and 
history, definitions and investigations into these areas, and an in-depth review of the 
instruments used in this study. Chapter 3 presents the research design and methodology 
of the study, including the general perspective, overall research design, essential research 
questions, and the research context, participants, and demographics. The instruments used 
in the study are presented and analyzed and the procedures for data collection and 
analysis are identified in the context of the research questions. The results of the study are 
presented in Chapter 4 as descriptive and inferential analyses for each research question, 
and Chapter 5 provides an introduction and re-presentation of the essential research 
questions, a discussion of the findings and their implications. The limitations, 
delimitations, recommendations, and conclusions are also presented. 
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Chapter 2: Review of the Literature 
Introduction and Purpose 
Because school leaders play a major role in creating healthy learning 
environments, the focus of this study was to seek a better understanding of the influence 
of school climate on healthy schools and of morale on the enthusiasm of teachers in the 
workplace. The study of school climate and teacher morale in this one participating 
district had become a critical starting point in the context of recent educational reforms 
and the consequent determination of needs, support, and allocation of resources.  The 
review of literature on school climate (i.e. organizational health) and morale are 
presented in this chapter. 
The American educational system has faced many challenges in its public school 
system over the past several decades. The challenges of student academic achievement 
and school reform have been the focus of educators, school leaders, and policy makers 
for some time. These challenges have been particularly severe in urban communities, 
where the needs of students routinely overwhelm the available resources.  
In the past, urban school reform efforts have primarily focused on one-
dimensional solutions; however, the problems that existed in urban schools and urban 
communities were multidimensional. Jacob (2007) asserts that urban communities are 
densely populated with high rates of poverty, largely populated by African Americans or 
Latinos, typically lacking in community and parental involvement, showing signs of 
educational system inequalities, and exhibiting high crime rates.  Many of the social 
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concerns faced by teachers in these communities directly impact schools. Students living 
in these communities primarily attended public schools. The problems of the community 
followed students to school and made it very difficult for educators to focus solely on 
achievement. As a result, staffing urban schools with effective teachers is critical. Based 
on the schools and staffing survey results, “34.7% of central city schools had difficulty 
hiring a math teacher, compared with only 25.1% of suburban schools (Jacob, 2007, p. 
130). 
Lee (2005) asserted that urban counselors can play a significant role in addressing 
these concerns. They provide a listening ear to students and teachers. Counselors develop 
strategies to help students cope in the classroom. They show love and care for students in 
need, chair meetings and provide professional development to staff. In Lee’s (2005) 
study, not only did counselors work with these students, but so did their teachers. 
Teachers spend much of their day with students in the classroom and learn about student 
challenges first hand. Lee (2005) found that teachers working in urban school 
environments encountered problems with student absenteeism, high rates of disruptive 
behavior, teacher turnover, stress, burnout, and lack of community support. Teachers 
were also affected by changes in leadership, lack of sufficient resources and new 
initiatives imposed on all three levels: district, state and federal.  
Reformers have now come to realize that school climate is an essential component 
of school reform. As a result, districts are able to include school climate assessment as 
part of their strategies to improve schools (National School Climate Council, n.d.). 
President Barack Obama and his administration set forth policies to help improve 
American public education and build upon existing reform initiatives. In 2010, President 
22 
Barack Obama instituted the Reauthorization of the Elementary and Secondary Act, 
known as Race to the Top. The Race to The Top initiative was designed to help schools 
compete in the 21st century. This legislation emphasized the importance of reforming 
schools: accelerating student achievement, closing the achievement gap, and raising 
expectations for all students, staff, administrators and key stakeholders.  
The President emphasized that Americans must strengthen its public education 
system, so that schools may be able to provide a world class education for every child. In 
accomplishing this goal, the president indicated that a focus on our nation’s teachers, 
principals, and school leaders were a top priority and of paramount importance (U.S. 
Department of Education, 2010). In order to do this we must, as the president said, insure 
that our goal is “to have a great teacher in every classroom and a great principal in every 
school.” (U.S. Department of Education, 2010, pp. 1–2).  
As a result of the president’s vision of excellence and the need to incorporate the 
voices of recognized researchers in the field of school climate and morale research, the 
following review of literature is organized (a) to provide a brief introduction of school 
climate research; (b) to present a definition of school climate; (c) to describe the 
development and foundation of organizational health theory; (d) to explain the 
development of the OHI–E; (e) to discuss sub factors of school climate and present a 
brief summary of school climate; (f) to discuss motivation theory in relation to 
Herzberg’s dual motivation theory; (g) to present a definition of teacher morale; (h) to 
discuss teacher morale; (i) to describe factors of morale and present a brief summary of 
teacher morale, and (j) to provide a concluding chapter summary. 
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Topic Analysis 
School climate has been studied for over a hundred years and originated in 
corporate organizational assessment (Perry, 1908; as cited in Freiberg, 1999).  In the 
1950s, organizational climate research became more prevalent. The study of school 
climate continued throughout the 1960s and 1970s (Zullig, Koopman, Patton, & Ubbes, 
2010). Throughout the past 60 years, the study of organizational climate has become a 
major focus of school reformers (Hoy, 1990). However, two major challenges existed: 
defining school climate (Homana, Barber, & Torney-Purta, 2006); and measuring school 
climate (Zullig et al., 2010).  
Many definitions of school climate have been proposed: “the impressions, beliefs, 
and expectations held by members of the school community about their school” (Homana 
et al., 2006, p. 2); “the quality and character of school life” (Center for Social and 
Emotional education, Education Commission of the States, & National Center for 
Learning Citizenship, 2009, p. 3); and “the perceptions of people who lived and worked 
in the environment” (Hoy, 1990, p. 151).   
The second challenge consisted of measuring school climate. District policy 
makers and educational leaders primarily focused on the achievement efforts of students 
in mathematics and reading as a means of measuring success in schools (Center for 
Social and Emotional education, Education Commission of the States, & National Center 
for Learning Citizenship, 2009; Zullig et al., 2010). However, a growing body of research 
indicated that a focus on social relationships and organizational dynamics, such as 
academic emphasis and teacher affiliation, had a positive impact on the learning 
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environment (Zullig et al. 2010), in particular, the environments of urban elementary 
schools (Goddard, Sweetland, & Hoy, 2000).  
Definitions of school climate.  “School climate referred to the quality and 
character of school life. It was based on patterns of school experiences and reflected 
norms, goals, values, interpersonal relationships, teaching, learning and leadership 
practices, and organizational structures” (National School Climate Council, 2007, p. 5). 
School climate was also referred to as the organizational health of the schools. 
This definition was comprised of organizational sub factors (i.e. institutional integrity, 
collegial leadership, resource influence, teacher affiliation and academic emphasis) that 
directly affected students, teachers and staff. It was the harmonious alignment of these 
sub factors that were separated into three distinct levels: the institutional level, 
managerial level and technical level (Hoy et al., 1991). These levels were derived from 
organizational health theory and the work of Hoy and his associates. 
Foundation of organizational health theory.  Organizational health theory has 
evolved from many different theories. It was based on organizational climate literature, 
which stemmed from the study of organizational theory (Barth, 2001).  Organizational 
theory was best known as administrative management. During the early 1900s, 
employees were looked upon as “machines,” with little or no attention focused on the 
humanistic side of operating an organization. Follett, (1941; as cited in Barth, 2001), 
“introduced the human relations approach to the world of organizational thought” (p. 5). 
However, Simon (1957; as cited in Barth, 2001), discovered that informal structures of an 
organization were not addressed. 
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Formal and informal structure analyses were critical, especially for schools that 
were seen as social systems—“an interdependence of parts, a defined population, 
differentiation from its environment, a complex network of social relationships, and its 
own unique culture” (Barth, 2001, p. 5). 
An analysis of school climate was one means of assessing the informal structure 
of organizations (Halpin and Croft, 1963; Miles, 1969; Parsons, 1967; as cited in 
Freiberg, 1999). In 1963, Halpin and Croft’s pioneering work developed the 
Organizational Climate Descriptive Questionnaire (OCDQ). The OCDQ instrument 
allowed researchers to view school climate based upon teachers’ perceptions of their 
behaviors in schools and teachers’ interactions with their respective principals. As a 
result, four teacher dimensions/sub factors (disengagement, hindrance, esprit, intimacy) 
and four principal dimensions/sub factors (aloofness, production emphasis, trust, and 
consideration) were identified (Freiberg, 1999, p. 2). 
Halpin and Croft’s work determined the “personality” of the school and assessed 
whether a school was deemed open or closed. Researchers asserted that personality was 
not the only way of viewing school climate. In fact, assessing the “health” of a school 
was a better indicator for determining school effectiveness. Matthew Miles was the first 
researcher to use the “health metaphor” to examine schools in 1969. He indicated that a 
healthy school adhered to its goals, managed outside forces and sustained itself over a 
period of time (Freiberg, 1999, p. 85). Miles developed 10 properties that he felt outlined 
the task needs, maintenance needs, and growth and development needs of a social system.  
Despite Mile’s attempts to put into practice his perspectives of organizational 
health, he was unsuccessful (Freiberg, 1999, p. 86), resulting in further analysis of Parson 
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and associates’ work related to organizational health. Parsons et al, (1953; as cited in 
Freiberg, 1999), determined that four problems needed to be solved in schools: 
“accommodating the environment, establishing and implementing goals, maintaining 
cohesiveness, and preserving a unique culture” (p. 86). Parsons and his associates also 
noted that three levels of control pertained to these needs: technical, managerial and 
institutional. Each of the three levels of control prevalent in schools focus on a different 
aspect of school life. The technical level referred to the schools focus on teaching and 
learning. The managerial level related to the principal’s influence in various aspects of 
the school; and the institutional level referred to the schools interaction/relationship with 
the community.  
Hoy, Tarter, and Kottkamp (1991) understood the importance of studying school 
climate and used the Parsonian framework as a basis for studying school “health.” This 
led Hoy and associates to develop the Organizational Health Inventory (OHI) that 
consisted of eight sub factors (p. 87), and the Organizational Health Inventory–
Elementary (OHI-E) version that consisted of five dimensions (Hoy et al., 1991; 
Freiberg, 1999). 
The OHI was developed by Hoy and associates to establish a set of reliable and 
valid measures to determine organizational health. The OHI was applied to secondary 
schools until an elementary version was created in 1990 by Hoy and Podgurski (Hoy et 
al., 1991, p.75). As stated in Chapter 1, the use of the OHI–E to determine the 
organizational health of elementary schools established the basis for this study.  
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Development of the Organizational Health Inventory–Elementary.  The OHI–
E was developed by Hoy and Podgurski (1990) based on the administration of three 
distinct pilot studies. Pilot Study 1 included a sample of 131 elementary teachers from 
different elementary schools who were graduate students from two institutions. 
Colleagues of the graduate students were invited to participate in the study. This 
convenience study measured the responses of these teachers to 65 survey questions in an 
effort to “reduce and refine the items to be used in an initial version of the OHI–E” (Hoy 
et al., 1991, p. 76). After careful analysis, 49 items were selected for the initial OHI–E.  
A second pilot study (Pilot Study 2) was a 49-item quantitative, convenience 
study administered to 598 elementary teachers from 41 schools. Pilot Study 2 was used to 
determine “factor stability,” yielding six (6) elementary school factors: institutional 
integrity, integrated leadership, principal influence, resource support, morale, and 
academic emphasis (p. 77). The third and final study (Pilot Study 3) incorporated the 41 
schools from the second pilot study with an additional 37 schools. According to the 
researchers, this final study was conducted for three reasons: (a) to verify factor stability; 
(b) to conduct a subtest reliability checks; and (c) increase the sample size to include 
diversity in socioeconomic status of schools throughout various regions within the state 
within the confines of the Parsonian framework.  
The final version of the OHI–E was based on a sampling of 78 elementary schools 
to measure organizational dimensions that determined the health of the school. Therefore, 
school means were determined as “the unit of analysis.” The OHI–E instrument yielded 
56 key sub factors. Morale, in and of itself, was eliminated as a sub factor because select 
statements not only described morale, but addressed teachers’ responses to job 
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satisfaction, students, peers and commitment to the school. As a result, morale was 
renamed to represent “teacher affiliation,” with a reliability index of .93—the second 
highest alpha coefficient. Teacher affiliation as well as the other sub factors (i.e. 
institutional integrity, collegial leadership, resource influence, and academic emphasis), 
presented meaningful data. These sub factors have been studied in various capacities 
throughout the research (Hoy et al., 1991). 
Sub factors of organizational health. There are five organizational health sub 
factors for elementary schools: institutional integrity, collegial leadership, resource 
influence, teacher affiliation, and academic emphasis. Based on the work of Hoy and 
associates, institutional integrity was based on the school’s ability to maintain the 
integrity of its educational program while addressing the needs of parents and community 
members (Hoy et al., 1991).  
Institutional integrity. Institutional integrity is directly related to the school’s 
relationship with the community. Research indicated that parent involvement and 
community partnerships encompassed community involvement and thus had an effect on 
the integrity of school-wide initiatives, programs, and expectations. Moreover, 
community partnerships and parental involvement were essential components of school 
effectiveness. 
As recommended by well-known researcher in the field of parent involvement, 
Epstein highlights in her work the importance of school, family, and community 
partnerships and the necessity of schools working collaboratively with parents. She 
recommends six major types of involvement to promote home-school involvement: (a) 
parenting—provide information to parents on the developmental stages of children; (b) 
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communicating—share ongoing student progress with parents and community members; 
(c) volunteering—encourage volunteerism by accommodating various schedules, 
selecting meeting and activity dates during various time periods; (d) learning at home—
share ideas for learning outside of the school; (e) decision-making—recruit parents and 
community members to be an integral part of school decision making; and (f) 
collaboration—seek viable partnerships with parents and community members. These six 
strategies not only support positive student growth, but help parents, community 
members, and schools work cohesively to create better lines of communication and build 
effective schools (Epstein and Salinas, 2004; Epstein, Simon, & Salinas, 1997). 
Epstein and Salinas’s (2004) article “Partnering with Families and Communities” 
further stated that school learning communities inclusive of parents, community 
members, students, staff, and administrators helped to support a better understanding of 
the needs of schools. Therefore, the integrity of the school’s educational program was not 
compromised, but supported in all aspects. Achievement was no longer the sole 
responsibility of the school, but a joint effort of improvement.  Despite schools’ efforts to 
create inclusive learning environments, the principal remains the primary individual 
responsible for setting the tone in the building, overseeing the sub factors associated with 
organizational health, and building relationships that extended inside and outside of the 
school.   
Collegial leadership. Based on Hoy’s (1990) definition, collegial leadership 
referred to the friendliness, supportiveness, and openness of the principal, guided by 
ethics of equality. Hoy further described the principal as a leader that established an 
environment of high performance and expectations. Another term for a collegial leader is 
30 
a transformational leader. A transformational leader is one that elicits a desire in others 
to put forth effort beyond stated expectations and required mandates. Burns (1978) 
emphasized that a transformational leader upholds a code of ethics and moral imperative 
while Bass (1985) sought to explain transformational leaders as charismatic (Sagnak, 
2010). These individuals are trusted, set high expectations and establish a vision of 
excellence for the school. 
Thus, healthy schools with positive collegial leaders help promote healthy 
relationships between adults and students alike. Martin and Dowson (2009) emphasize 
the emotional connectedness between people as an important factor in the study and 
analysis of achievement motivation and assert that “the literature consistently discusses 
the substantial role that relationships play in students’ success at school” (p. 327). High 
quality interpersonal relationships promote healthy human interactions, feelings of well-
being, combat stress, and are a source of emotional support that helps to achieve goals 
and complete tasks and are thus an essential part of development and necessary for a 
student’s motivation and engagement (Martin & Dowson, 2009). Thus, a healthy 
relationships and emotional connection between and among faculty and students helps to 
retain teachers in the neediest schools in the nation.  
In a recent a study, Osborn (2006) sought to investigate teacher attrition by 
analyzing quantitative data. Osborn discovered that elementary teachers maintained 
positive views of their schools when compared to the OHI normative sample. Overall 
organizational health was considered above average. In the study, elementary school 
collegial leadership, institutional integrity, resource influence, and teacher affiliation 
were found to be above average. Interestingly, the perceptions of special education 
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teachers were less positive than general education teachers. These attitudes were shared 
by middle school teachers, who indicated that principals were less prepared to support the 
needs of special education teachers, and thus this group, having a poorer perception of 
collegial leadership, was more inclined to express intent to leave the profession that 
general educators. 
Resource influence. Like collegial leadership, resource influence is an important 
sub factor that affects teacher retention.  Resource influence refers to the principals’ 
ability to convince superiors to obtain needed resources, supplies and classroom 
materials. The acquisition of needed resources is not solely dependent upon a principal’s 
desire to obtain resources from district supervisors. According to Hanushek and Welch 
(2006), resources are a subject of debate among policy officials because there is little 
consistent evidence linking the allocation of resources to schools directly to student 
achievement. To better characterize the debate on resource allocation, it was important to 
understand that policy makers are more interested in an investment of human capital 
resources and the efficiency of existing resources rather than the purchasing of materials, 
supplies and equipment, which are allocated based on specific funding formulas.  
Consistent with the perception that resource allocation has no association with 
student outcomes was the finding of Bevan, Bradshaw, Miech, and Leaf (2007) that 
resource influence was not significant in determining staff and school level predictors of 
organizational health. As a result, resource influence had little correlation to student 
achievement. Bevan et al. (2007) found that collegial leadership, teacher affiliation, and 
academic emphasis were more reliable sub factors. 
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Teacher affiliation. The fourth sub factor contributing to organization health was 
teacher affiliation. Teacher affiliation refers to teachers’ sense of accomplishment toward 
their job. They accomplish their work with enthusiasm and commitment toward students 
and one another (Hoy, 2009). Enthusiasm may be considered morale. Bentley and 
Rempel (1980; as cited in Rowland, 2008) considered morale the enthusiasm a teacher 
holds toward the workplace based on the alignment of individual and group goals. 
Whether described as individual or group goals, research has shown that morale is an 
emotional state, based on feelings, that has an influence on professional relationships 
(Meyer, MacMillan, & Northfield, 2009).  
Consequently, the relationships of new teachers should be nurtured in order to 
maintain enthusiasm. If they are not, these teachers tend to leave the profession after 
three to five years.  Experienced teachers also lose interest in the profession and seek 
early retirement or change their profession. In addition to the morale of teachers, 
Firestone and Pennell (1993) found that commitment was equally as important. Teacher 
commitment was described as a multidimensional construct that gained interest since the 
1980s (Choi & Tang, 2011). Within the realm of teacher affiliation, high morale not only 
increases a teachers’ level of commitment, it helps to improve the health of the school.  
Razak, Darmawan, Keeves and Phillip (2010) sought to investigate the influence 
of school culture on the level of teacher commitment by conducting a path analyses. Four 
types of commitments were examined: (a) teacher commitment to school—expectations 
beyond goals; (b) teacher commitment to students—commitment to student learning, 
especially at risk students; (c) teacher commitment to teaching work—psychological 
connection to work and engagement; and (d) teacher commitment to the profession—
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personal satisfaction and identification as a teacher. The study found that teacher 
commitment to school, students, and work was more reliable in defining teachers’ overall 
commitment level. 
Choi and Tang (2011) found that commitment was an emotional construct that 
influenced teachers’ level of enthusiasm and feelings of success, further substantiating 
the importance of teacher commitment and its relationship to morale. In fact, these 
researchers indicated that although the attrition rate for novice teachers was lower in their 
Hong Kong study (indicating high commitment) than in similar Western studies, job 
dissatisfaction and low morale were comparable to levels in the West.     
Academic Emphasis. The fifth and final sub factor within the organization health 
paradigm for elementary schools was academic emphasis. Academic emphasis refers to 
the schools commitment toward achievement, focus on the respect of students, and 
students’ desire to complete assignments and cooperate with others (Randolph-Robinson, 
2007).  
Academic achievement and its relationship to effective schools is widely 
documented in the literature (Houchard, 2005; Tanriogen and Ermec, 2008). Academic 
achievement is comprised of the school’s drive to provide quality education while at the 
same time engaging students, which is what creates students’ desire to complete the 
necessary assignments and also encourages peers to do their very best. These 
expectations are not only established by teachers in the classroom but by parents who 
work in partnership with schools to ensure student success.  
Even though the NCLB Act (2001) was meant to close the achievement gap for 
all students, many teachers felt that its requirements hindered student achievement by 
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redirecting the focus solely on the successful performance of state mandated tests 
(Deniston & Gerrity, 2010). Nonetheless, teachers and principals continued to implement 
the requirements by preparing students for these exams and assigning extra work to 
students, which was, in some cases, not taken seriously by students and parents. One of 
the contributors of teachers leaving the profession is their frustration with lack of parental 
support and changing mandates set forth by education officials. Deniston and Garrity 
(2010) refer to a study completed by the Ohio Department of Education (2005) that found 
that teachers working in low socioeconomic and urban settings left the profession at 
greater rates than their colleagues who were not in those settings and that schools labeled 
negatively through NCLB procedures (academic emergency or academic watch) 
experienced the greatest attrition.  
These statistics demonstrate the difficulties that teachers in urban areas face in 
trying to improve the academic achievement of students in schools with significant 
deficiencies in reading and mathematics. According to Allen (2011), one way of 
improving student achievement in these areas is by focusing on academic optimism. 
Academic optimism is based on teachers’ confidence that students could indeed perform 
at high levels and that their efforts would contribute to that success, the ultimate goal 
being high levels of student achievement.  
Academic optimism has a direct influence on student academic achievement and 
the overall health of the school. According to Allen (2011), “Academic emphasis is 
critical in improving academic scores in urban elementary schools (Goddard et al., 2000). 
Schools are not only responsible for achievement, they are equally responsible for 
encouraging our youth to be good citizens.  The emphasis on citizenship is manifested in 
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the civility students’ display each and every day. The influence of civility was explored 
in a mixed methodology study conducted by Meece and Eccles (2010), where high school 
principals were found to have the ability to create and maintain a culture of civility that 
positively impacted student achievement.  While these findings applied to high school 
principals, it led Meece to wonder what impact such a culture may have in other 
educational settings. In addition to civility and students willingness to encourage peers, a 
significant concept in Meece’s research was student engagement—the ability to motivate 
students to take ownership of their work and actively involve themselves in the learning 
process (Meece & Eccles, 2010). 
Summary of School Climate.  
The study of school climate has evolved over a century of study. What began as 
corporate organizational assessment has widened and become more nuanced with the 
addition of the perspectives of schools as social systems and formal and informal 
methods of assessing the organizational health of schools. The discussion of schools 
perceived as social systems incorporates the life of individual schools based on the 
influences of individual, group, and societal issues. Although these challenges may not 
always be controlled by faculty and administrators in the building, they can have far-
reaching positive and negative effects on the learning environment.  
Based on the work of three of NASSP’s five-member task force on effective 
schools; two essential components emerged as having a significant influence on the 
environment of schools or classrooms: (a) a positive learning environment focused on 
student outcomes; (b) a supportive principal that ensured student learning was the number 
one priority in schools (Keefe, Kelley, & Miller, 1985, p. 71). When these factors are 
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present, it should be possible to measure the fairness of teachers’ methods, the students 
understanding of the academic process, and the community’s support of the school’s 
mission and vision. Teachers will feel supported in the continued improving of the 
school, and students will understand the meaning and importance of their studies (Keefe 
& Jenkins, 1997). 
Hoy and associates (1991) were able to verify that a positive learning 
environment and a supportive principal were essential components of an effective school 
by providing a valid instrument, the OHI–E, to examine the tenets of organizational 
health theory. Their work underscored the importance of creating healthy schools that 
support cooperation from the community (institutional integrity), as well as, the schools’ 
programs and initiatives. Their work also showed the necessity for supportive principals 
that were fair, ethical, and held high expectations for performance (collegial leadership).  
Effective principals are advocates—able to obtain appropriate resources (resource 
influence) to address students and staff needs. Principals act as role models and 
inspirational leaders who foster a sense of commitment and enthusiasm in all who work 
in the school, especially teachers in the classroom. The principal is expected to establish a 
tone of high academic excellence (academic emphasis) that focuses on achievement 
internalized by students, parents, and all key stakeholder groups. 
Teacher morale.   One essential component of school climate research is the 
study of morale. “When a healthy school environment exists and teacher morale is high, 
‘teachers feel good about each other, at the same time, feel a sense of accomplishment 
from their jobs” (Hoy and Miskel, 1987; Lumsden, 1998, p. 1). Additionally, studies 
document that students in a positive school climate demonstrate higher achievement and 
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“socio-emotional health” (National School Climate Council, 2007, p. 5). It is through 
healthy schools and attention to teacher morale that principals, district staff, and board 
members are able to work together to support teachers in the classrooms. 
Recent studies, such as those by Clementi-Watson (2007), DeBruyne (2001), 
Houchard (2005), Rowland (2008), Valentic (2005), and Wangdi (2008) have used the 
PTO as an instrument to gather information on teachers’ perceptions of morale. These 
studies determined that internal factors had the greatest influence on morale, in particular, 
the leadership behaviors/practices in the school. The research additionally acknowledged 
that a healthy school environment was correlated to high morale (Houchard, 2005, p. 13; 
Hoy, 1990; Hoy & Feldman, 1987; Hoy & Hannum, 1997; Hoy Tartar, & Hoy, 2006). 
Definitions of teacher morale.  The Merriam Webster Collegiate Dictionary  
(2007) defines morale as “the moral principles, teachings, or conduct; the mental and 
emotional condition (as of enthusiasm, confidence, or loyalty) of an individual or group 
with regard to the function or tasks at hand; a sense of common purpose and confidence 
in the future” (p. 807). Evans (1998) considered morale from the perspective of the 
factors that generate people’s feelings about their work in order to understand how 
positive attitudes could be cultivated and maintained. However, morale as it was defined 
by Bentley and Rempel (1980) was related to the enthusiasm that individuals displayed 
toward the attainment of their specific professional goals. Both researchers identified 10 
factors as the most significant contribution to overall teacher morale: rapport with 
principal, satisfaction with teaching, rapport amongst teachers, teacher salary, teacher 
load, curriculum issues, teacher status, community support of education, school facilities 
and services, and community pressures (Bentley and Rempel, 1970).    
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Factors of teacher morale.   Bentley and Rempel’s 10 factors formed the basis 
for this research. Teacher morale is complex in nature; therefore, no one factor can 
influence high or low morale. However, many specific factors acting in combination have 
an impact on the emotional state and enthusiasm of teachers. The increased demands 
placed on teachers and the barriers to autonomy and creativity in the profession may 
combine to make teaching an arduous task.  
Lumsden (1998) identified school environment, parental support, and student 
responsiveness and enthusiasm as three factors that affected teacher morale. According to 
Epstein (1987), teachers who experience a great deal of parental involvement are more 
satisfied and tend to demonstrate higher morale.  
In a mixed-methods study Byrd-Blake, Afolayan, Hunt, Fabunmi, Pryor and 
Leander (2010) examined the morale of teachers in high poverty urban schools and found 
that the demands set forth by NCLB negatively affected teacher morale in elementary and 
secondary schools. A key recommendation of the study was to “enrich the curriculum 
with student-centered activities throughout the year rather than continuously narrowing 
the curriculum to focus solely on test-centered strategies and a curriculum that is narrow 
in focus” (Byrd-Blake et al., 2010, p. 469). This was substantiated by teachers in the 
Dallas public school system, who believed that inexperienced, unprofessional principals 
and testing pressures caused a significant decline in morale (Rado, 2010). Rado reported 
that in the 2009-2010 school year, organizational health scores had dropped at two-thirds 
of elementary and high schools and half of secondary schools, indicating that morale had 
declined and teachers were not satisfied with working conditions (p. 1).  
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Mackenzie (2007) examined the impact of teaching excellence awards on award 
recipients and their non-recipient colleagues. The findings indicated that 66% of the 101 
participants agreed that morale was low for a number of factors, including: leadership, 
workload, status of teaching, salary, media, student welfare and behavior, and limited 
professional development. Half of the respondents indicated that improving working 
conditions by reducing the teacher’s work load would greatly reduce stress, followed by 
an increase in pay and supportive leadership (p. 99).  
Leithwood and McAdie (2007) substantiated Mackenzie’s study related to factors 
that contributed to low morale. However, they categorized working conditions based on 
classroom dynamics (workload volume and complexity), and school-level dynamics 
(school cultures, structures, community relations, and school operating procedures). 
Additionally,  Leithwood and McAdie categorized leadership (i.e. the development of 
teachers, direction-setting, redesigning the organization, managing the instructional 
program, resource influencers, effective communication and friendly demeanor), as well 
as, district working conditions (i.e. professional development, salaries, demands 
associated with change, and size). To gain a better understanding of factors that 
contribute to high or low morale, research relevant to each of the 10 factors is described 
in further detail. Theorists cited added perspective and depth to this author’s quest to 
understand the nature of her research.  
Rapport with principal.  Rapport with principal refers to the relationship 
between the teacher and principal, including leadership practices that affect morale and 
the level of communication, professionalism, and human relation skills employed by the 
principal (Randolph-Robinson, 2007). Principals are expected to foster collaboration, 
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enhance interpersonal skills, and establish a tone of excellence for high academic 
achievement and performance for all.   
One of the most significant factors impacting organizational health and morale is 
educational leadership, which is manifested by and in the principal. Rowland (2008) 
emphasized that “leaders had a multitude of roles they filled and many duties they 
performed each day” (p. 9). Since leadership is the ability to get others to work toward a 
vision and accomplish specific objectives and goals, “skilled leaders correctly envisioned 
future needs and empowered others to share and implement the school’s vision  
The literature consistently points to the role of leadership in fostering healthy 
school climates and improving the morale of teachers. Most recently, studies investigated 
the relationship between principal leadership, teacher morale, and student achievement 
(Houchard, 2005); the relationship of principal leadership and teacher morale (Rowland, 
2008); teachers’ perceptions of their building principal and teacher morale (Clementi-
Watson, 2007); and leadership behaviors that contribute to teacher morale (Randolph-
Robinson, 2007).   
Rowland, Watson’s and Randolph-Robinson’s studies used quantitative design 
methodology and findings supported the idea that leadership was a critical component. 
Houchard (2005) showed that inspiring a shared vision and encouraging others to teach 
with passion and purpose was essential. Rowland (2008) concluded that principals should 
model the way (Kouzes & Posner, 2007) for their teachers by leading by example. 
Randolph-Robinson (2007) emphasized the importance of empowering teachers to be 
autonomous. She felt that transformational leadership behaviors were the most effective 
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strategies in governing schools. These studies all used Bentley and Rempel’s (1970) PTO 
to assess factors of teacher morale and found leadership to be a primary factor.  
Job satisfaction. The satisfaction with teaching factor refers to teachers’ levels of 
job satisfaction, morale, individual and collective efficacy, and success with teaching 
(Randolph-Robinson, 2007). Morale has also been used to describe teacher’s level of job 
satisfaction (Evans, 2001) and willingness to remain in the profession, but job satisfaction 
and morale are very different. Rhodes, Neville and Allan (2004) posit that the retention of 
teachers is based on factors of satisfaction, morale, job commitment, and self-conception 
(p. 68).  The study of morale offered two distinct perspectives. Evans (1992) described 
these perspectives as “situation specific” and “job or school-specific” (p. 18). Situation 
specific refers to all facets of the job, which include events outside of the workplace. In 
fact, situations continuously evolve, causing the state of the individual to differ at a given 
time. In some cases, unconscious acts or thoughts influence the morale of teachers, 
contributing to the complexities of this phenomenon.  
Morale was also considered anticipatory opposed to responsive (Lumsden, 1998). 
Individual morale refers to the extent to which the expectations of the job correspond 
with the individual’s expected outcomes. “Morale was the extent to which the job 
fulfilled the individual’s ideal” (Evans, 1992). Much of the research focused on 
organizational school-wide morale, leaving very little empirical data addressing the needs 
of staff members independent of the group. “The notion of individual morale, or morale 
in isolation, is eschewed and morale is determined only in relation to common 
objectives” (Lumsden, 1998).  
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Evans (1998) characterized the current trend of thinking about job satisfaction and 
morale characterizing job satisfaction as “static and shallow” and morale as “dynamic 
and forward-looking.” The implication was that job satisfaction was a response to a 
situation whereas morale was more humanistic and organic. In a mixed methods study 
that consisted of focus groups and survey methodology, Rhodes, Neville and Allan 
(2004) sought to discover the facets of job experiences that caused satisfaction and 
dissatisfaction. The findings indicated that elementary through high school teachers 
experienced teacher workload, balance between work and personal life, proportion of 
time spent on administration, and society’s view of teachers as causes of high levels of 
dissatisfaction. On the other hand, friendliness of other staff, working toward shared 
goals, a focus on achievement, and an atmosphere conducive to learning were deemed 
most satisfying (p. 72).  
Adding to the many definitions of job satisfaction, Evans (1998) described 
satisfaction as being satisfied with compared to being satisfied by. Factors exemplifying 
being satisfied by were motivating and fulfilling, whereas factors exemplifying satisfied 
with were considered neutral and not fulfilling. Evans calls these concepts job fulfillment 
and job contentment (p. 5).  
In a recent study conducted by Wright and Newsom on African American 
faculties’ job satisfaction at a predominately White institution, it was found that staff 
were satisfied with “job flexibility” and the ability to be active participants in decision-
making (Wright and Newsom, 2010).  The study showed no areas of dissatisfaction; 
however, Schneider (2003) indicated that teachers were highly dissatisfied with their 
school facilities. In a study conducted in Washington, D.C., 60% of respondents noted 
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dissatisfaction with facilities and 45% stated that facilities were not conducive for 
teaching and learning. Wright and Newsom (2010) also identified the increased focus on 
accountability, with the attendant’s lack of attention to conditions needed to nurture 
students and teachers, as an area of concern (p. 1).  Conditions such as these and the 
contributing factors of high and low morale have a profound effect on teachers’ attitudes 
and school climate. 
Rapport among teachers. The factor of rapport among teachers refers to the 
relationship that teachers have with one another; their level of collaboration, trust in the 
teaching competence of colleagues, and ethics (Randolph-Robinson, 2007). Trust and 
ethics are two major components of healthy relationships. Trusting professional 
relationships are demonstrated through respect for others, transparency in decision 
making, and a show of loyalty, accountability, listening, commitment and behaviors 
within the school (Covey, 2006).  Trust is also about ethics and treating others fairly. 
According to Kitchener, high-quality relationships are comprised of five ethical 
principles: respect for autonomy, non-maleficence, beneficence, justice, and fidelity 
(Keiser & Schulte, 2009). The relationship of teachers within schools was another factor 
that set the tone in schools. These principles combined with a sense of real trust in 
schools help to support levels of collegiality amongst teachers.  
Collegiality among teachers has the ability to create a healthy learning 
environment as well as positive morale (Farmer, 2011). According to Farmer, schools 
traditionally have never supported collaborative teacher relationships. A teacher’s 
professional behavior was conceived and executed in isolation. The teacher closed his or 
her door and taught students in the way they felt best.  
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In two recent studies, Johnson (2003) and Brownell, Adams, Sindelar, and 
Vanhover (2006) investigated the contribution of teacher collaboration to school culture. 
Johnson (2003) “examined the efforts of four Australian schools’ efforts to promote 
greater collaboration between teachers in two primary and two secondary schools” (p. 1) 
in a comparative case study consisting of quantitative data. The findings showed that 
collaboration was a positive part of school culture; however, its benefits were not felt by 
all teachers. Additionally, collaborative reforms tend to elicit negative feedback from 
teachers resulting from the politics of school reform.   
The work of Brownell et al. (2006) substantiated Johnson’s claims when they 
investigated the instructional practices of general education teachers as a result of 
participation in teacher learning cohorts. They also used a case study methodology; 
however, they elicited qualitative data to gain an in-depth assessment. The findings 
showed that these teachers revealed similar results in that teachers did not always 
implement strategies learned in collaborative professional development sessions. In fact, 
some teachers acquired strategies more easily than others, which made it easier to transfer 
skills. Ryan (1999) asserts that “teachers whose views differed most were least likely to 
collaborate” (Brownell et al., 2006, p. 170).  
Teacher salary. Teacher salary refers to the fairness of wages and salaries, which 
is also related to union negotiations and the effects of these negotiations on teacher 
morale (Randolph-Robinson, 2007). Salary is considered to be intrinsic compensation for 
work performed. Although salary is a significant factor for most teachers entering the 
field of education, equally as important is how teachers and professionals are viewed by 
others inside and outside of the community. MacKenzie’s (2007) study on factors that 
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contributed to teacher morale and its complexity in Australia found that salary was 
associated with teacher status; thus contributed to high or low morale. Lui and Meyer 
(2005) also indicated salary was a contributing factor of low morale. Ramsey (2000) 
asserted that since morale was linked to student learning; then students were affected by 
salary (MacKenzie, 2007). 
In the current economy, the cost of living outpaces teachers’ rates of pay 
(Nichols, 2006). This causes difficulties for both new and experienced teachers as they 
try to live under these conditions of shrinking compensation. Nevertheless, some teachers 
indicated a preference of lower salary in exchange for better working conditions 
(Buckley, Schneider, & Shang, 2004). The authors found that better working conditions 
had a greater positive effect on job satisfaction than salary.   
Salary concerns are even greater in urban areas where attracting qualified new 
teachers and retaining them are common problems (Tye & O’Brien, 2002). The unions 
are aware of these problems and continue to play important roles in negotiating fair and 
equitable teacher salaries (Kerchner, 2004; as cited in Griffith, 2009).  
Teacher load. Elements of teacher load are administrative tasks (record-keeping, 
clerical work, community and district demands) and extracurricular expectations (Bentley 
and Rempel, 1980; as cited in Rowland, 2008). The effects of teacher load have been 
studied throughout the world and are associated with increased levels of stress, burnout, 
and low job satisfaction (Timperley & Robinson, 2000).   
In a recent study on secondary teacher workload conducted in New Zealand, 
Ingvarson et al. (2005) found that teachers worked on average 43 hours per week. These 
hours primarily consisted of formal activities (i.e. classroom teaching duties, yard duty, 
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meetings) and no formal, professional activities that occurred outside of the typical day 
(i.e. grading papers, lesson preparation). Interestingly, the findings in these case studies 
did not result in a decline of teacher commitment. Teachers reported high levels of 
personal commitment to their jobs and expressed that technology aided in supporting the 
management of their workload.  
Carlson and Billingsley (2001) found that special education teachers were 
overwhelmed by the amount of paperwork and spent on average 5 hours-per-week 
completing administrative paperwork and accompanying forms that were specifically 
associated with special educations students. These demands not only affected their level 
of stress, but contributed to their intent to leave the professional. A differing viewpoint is 
taken by Timperley and Robinson (2000). In their study on workload and the professional 
culture of teachers, the researchers found that workload was not the primary problem, but 
teachers’ management of their workload created problems.  
Timperley and Robinson’s (2000) unpublished case study was based on teachers’ 
desire to improve the achievement scores of a specific subgroup (i.e. Pacific students) 
enrolled in a large New Zealand secondary school. The reform initiative required a great 
deal of input and collaboration on behalf of all faculty members. Teachers’ negative 
perceptions of workload were found to be attributed to three major factors: non systemic 
thinking (i.e. too many initiatives taken on at once), professional autonomy (i.e. too many 
people doing different tasks without proper accountability and efficiency), and norm of 
supportive collegiality (i.e. teachers felt obligated to volunteer and take on additional 
tasks). Professional autonomy and collegiality have been seen as positive attributes in 
many studies; however, they adversely affected the perceptions of teachers in this school.  
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Nonetheless, Ingvarson et al. (2005) offered suggestions for improving workload 
at the individual, school, and system level. On an individual level, teachers set realistic 
goals and fully understood their capacities to accomplish certain tasks. On a school level, 
principals built professional cultures in schools that supported the use of technology, 
accessed resources, and considered teachers’ time to complete actual workload. On a 
systems level, districts considered the nature and pace of change, curriculum 
requirements, and the amount of expected paperwork. With these considerations in mind, 
teachers perceived workload as a positive and manageable part of teaching and learning; 
ultimately supporting healthy schools while sustaining teacher morale and a positive level 
of commitment.  
Curriculum issues. Curriculum issues are feedback from teachers on curriculum 
concerns that address individual student needs (Randolph-Robinson, 2007). Addressing 
individual student needs is directly related to efforts to improve student achievement. 
Houchard’s quantitative study investigating the relationship between principal leadership, 
teacher morale, and student achievement in Mitchell County, North Carolina, 
substantiated the important link between these three variables (Houchard, 2005). 
Houchard (2005) concluded that curriculum issues have a strong correlation with 
achievement; in fact they have the largest correlation when compared to the other PTO 
morale factors and PTO overall morale score.  
Based on individual student needs, a major reform effort that has influenced 
curriculum and instruction for the past 10 years is No Child Left Behind (NCLB) 
(Deniston & Gerrity, 2010). Many teachers perceive NCLB to have varied effects on 
curriculum, teacher autonomy and retention, and achievement outcomes. Although 
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teachers understand the need for testing and accountability, they report that an increased 
focus on annual yearly progress benchmarks has a negative effect on morale and their 
willingness to work in high needs districts (Ohio Department of Education, 2005; Snow-
Gerono & Franklin, 2007).  
The individual needs of students in high needs districts can be overwhelming—
requiring a great deal of intervention. As a result of students’ needs, response to 
intervention was established. According to Ardoin, Witt, Connell and Koenig (2005), a 
three-tiered response to intervention model that serves as a viable means of providing 
support to general education students on a differentiated basis. 
Teacher status. Teacher status is the extent to which teachers feel valued as 
members of the school community (Randolph-Robinson, 2007). Teacher status may also 
be considered the position that an individual holds within the teaching profession. 
Mackenzie (2007) asserted that community members lacked an understanding of what 
teaching entailed, which promoted unrealistic perceptions of the amount of effort teachers 
exerted in the workplace.  Additionally, Dinham and Scott (1998; as cited in Mackenzie, 
2007) noted that “while the pressures and expectations on schools are at an all-time high, 
‘paradoxically,’ the status of teachers in society has probably never been lower” (p. 96). 
School facilities and services. School facilities and services are the 
appropriateness of facilities, procedures, materials, supplies and equipment made 
available to teachers (Randolph-Robinson, 2007). School facilities and services are an 
integral part of every school and require the ongoing assessment of resources. According 
to Randolph-Rudolph, they go beyond the availability of teachers, because allocation of 
services and funding is a district, state, and federal responsibility that ultimately impacts 
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schools. These effects of these allocations are seen in schools that have not been 
adequately maintained and heard in the voices of teachers that express they do not have 
access to basic supplies (Buckley et al., 2004). In fact, 26% of teachers working in urban 
schools reported having spent $300 to $1,000 of their own money over the course of a 
year; while a majority reported not having enough textbooks or that the available ones 
were in poor condition.  
In urban school districts, availability of supplies, materials and equipment is of 
paramount concern, and school facilities in these areas are greatly in need of 
improvement. These factors receive the least amount of attention. In districts that are in 
austerity budget, the lack of attention or inability to address these problems exacerbates 
the existing challenges.  For instance, the Office of Educational Research and 
Improvement (2000) as reported in The Walls Speak: The Interplay of Quality Facilities, 
School Climate, and Student Achievement that “21% of U.S. schools are more than 50 
years old and another 50% are at least 30 years old requiring an estimated $127 billion 
dollar cost towards maintenance, retro-fitting and new construction” (Uline &Tschannen-
Moran, 2008, p. 1).  
Moreover, the primary focus of schools continues to be a focus on teaching and 
learning. However, absent from the literature is an extensive review of the impact school 
facilities and services has on student outcomes (Schneider, 2003). According to 
Schneider’s research, which linked school facility conditions to teacher satisfaction and 
success, 30% of respondents in Chicago schools were dissatisfied with facilities and 
approximately 55% of respondents in Washington, D.C., were dissatisfied. Teachers’ 
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dissatisfaction with inadequate facilities was based on three major factors: academic 
outcomes, health problems, and other facility problems.  
Academic outcomes related to class size, school size, inadequate classroom 
workspace; inadequate science; physical education; music, and art rooms. Health 
problems implied inoperable and dirty windows, dirty restrooms, poor lighting, 
uncomfortable temperatures, and poor air quality, as well as, other facility problems such 
as insufficient electrical outlets, high noise level, and dirty lunchrooms. These factors 
were found to be less favorable in D.C. schools compared to Chicago schools. Earthman 
and Lemasters (2009) determined that all these elements: poor lighting, temperature 
changes, poor air quality, dirty restrooms and inadequate facilities have a detrimental 
effect on student outcomes.  
Contrary to the findings of Schneider (2003), Earthman and Lemasters (2009), 
and Uline and Tschannen-Moran (2008), McGowen discovered that school facilities 
conditions, as measured by the total learning environment assessment, were not 
significantly linked to specific student outcomes (i.e. student achievement, attendance, 
and completion rates). Higgins, Hall, Wall, Woolner, and McCaughey (2005) concluded 
that it was also difficult to confirm that school facilities had an impact on student 
outcomes and learning environments.  
Community support and pressures. Community support is the extent to which 
the community supports the schools’ vision, programs, and initiatives. Community 
pressures are the alignment of community expectations with teacher expectations 
(Randolph-Robinson, 2007). According to the National Center for Family and 
Community Schools, community support may be defined in many ways (e.g. developing 
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partnerships, providing fieldtrip opportunities, or creating community centers). The main 
focus of community support is to enable members of the community to understand and 
support the vision, programs, and initiatives of the school (Boethel, 2003).  
Houchard (2005) found that of the 10 factors of morale measured by the PTO, 
community support and community pressure were largely correlated to academic 
achievement. These findings inadvertently support the notion that community support is 
linked to a healthy school climate, teacher morale, and student achievement. Sheldon and 
Epstein’s (2005) study on the relationship between family and community partnerships 
and mathematics achievement supported Houchard’s findings that parental and 
community support benefit students and that family involvement activities focused on 
content specific knowledge will improve student outcomes over a period of time, as well 
as, improving student discipline (Sheldon & Epstein, 2002).  
Teacher Morale Summary 
The 10 factors of morale originally identified by Bentley and Rempel (1970) are 
the factors that make up the PTO. These factors include: teachers’ rapport with the 
principal, satisfaction with teaching, rapport amongst teachers, teacher salary, teacher 
load, curriculum issues, teacher status, community support of education, school facilities 
and services, and community pressures (Rowland, 2008). The PTO has been used by 
researchers seeking to better understand the factors of morale and their relationship to 
other variables. 
The section on teacher morale attempted to define morale, despite the complexity 
in research to clearly define and measure it. Nonetheless, several researchers discussed 
morale and its relationship to school climate, achievement, working conditions, and 
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primarily leadership (DeBruyne, 2001; Deniston & Gerrity, 2010; Houchard, 2005; 
Leithwood & Riehl, 2003; Lumsden, 1998; Rado, 2010; Rowland, 2008; Smith, 2009). 
The overarching premise of researchers in the field of morale was that leadership 
was the most influential factor contributing to the morale of teachers. In addition to 
leadership, the research studies identified in this current review of literature underscore 
the importance of the other nine factors of morale despite their varied overall level of 
significance. Therefore, when teachers were motivated to work beyond expectations, felt 
supported by principals and key stakeholders (parents and community members), and 
were given opportunities for collaboration, they tended to feel an increased level of 
commitment (Hulpia, Devos, & Rosseel, 2009); and greater sense of self efficacy 
(Protheroe, 2006).   
Chapter Summary 
A general overview of school climate research was explored with greater 
emphasis placed on the contributors of organizational health theory and the development 
of the OHI-E, which is a tool for measuring the health of elementary schools. The sub 
factors of organizational health measured by the OHI-E are institutional integrity, 
collegial leadership, resource influence, teacher affiliation, and academic emphasis. 
The work of Bentley and Rempel (1970) and others, led to the development of the 
PTO to measure teacher morale. The 10 factors of morale are rapport with principal, 
satisfaction with teaching, rapport among teachers, teaching salary, teaching status, 
curriculum issues, teaching load, community support, facilities and services, and 
community pressures.  
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Researchers (Evans, 1998; Lumsden, 1998), although emphasizing the need to 
establish clear definitions of school climate and morale, have concluded that there is a 
relationship between school climate and morale.  
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Chapter 3: Research Design & Methodology 
General Perspective 
School climate and teacher morale are vital components of school reform. They 
play a critical role in creating and sustaining healthy learning environments that establish 
standards of excellence for students, teachers and administrators. Healthy schools with 
high teacher morale support research that student morale is positively impacted when 
attention is directed to all aspects of a learning community. In fact, student achievement 
is higher and teachers feel greater enthusiasm in the work they do (OECD, 2000). 
Since the perceptions of teachers is one major component of school reform, what 
better way to begin the process of addressing the needs of urban students than by using 
this lens as a means of identifying sub factors of school climate and factors of morale that 
have the greatest impact in elementary schools. Urban school reform is a challenge in and 
of itself; however, both constructs (organizational health and morale) when analyzed 
together provide a clearer picture of the social and educational challenges facing the 
educators that teach in them and the students that live in them (Yisrael, 2011). Therefore, 
the process of measuring and evaluating these constructs is a likely starting point to 
facilitating meaningful reform efforts and ensuring greater student outcomes.  
This chapter describes the methodology used in the study by providing an 
overview of the research design, essential questions, research context, and instruments 
used. Additionally, explaining the data collection procedures, providing an analysis of the 
data, rationale, and summary of the methodology. 
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Overall Research Design 
The purpose of this study consisted of several objectives: (a) to determine the 
school climate and morale of prekindergarten to grade-sixth classroom teachers in the 
district; (b) to determine, what if any, specific sub factors that have a statistically 
significant impact on school climate and morale; (c) to compare teachers’ perceptions of 
school climate and morale across schools; and (d) determine if a statistically significant 
relationship exists between school climate and morale.     
It was the researchers’ assumption that leadership impacted significantly on 
school climate and the morale of classroom teachers in each respective school and 
collectively. It was additionally assumed that factors such as: teacher load, community 
support, rapport among teachers, and resources had a negative influence on school 
climate and the morale of classroom teachers given the fiscal constraints in the district 
and new standards and increase in data driven instruction. It was the researcher’s intent to 
address the four objectives outlined in the study with particular attention focused on the 
null hypothesis: 
Null hypothesis.  There is no relationship between organizational health and 
morale in the eight participating elementary schools in the study.  
Creswell (2009) asserts that the purpose of quantitative research is to “inquire 
about the relationships among variables that the researcher seeks to know” (p. 132) and 
one way to accomplish this task is through the use of survey research (p. 14). Therefore, a 
quantitative research design was used to identify specific dimensions and the overall 
health of individual schools, and schools as a collective unit. To identify specific factors 
and the overall morale of teachers based on school data and collectively as a district, and 
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finally to determine the degree to which the variables, organizational health and morale, 
have a significant relationship (Patten, 2004).  
Two survey instruments were administered. The organizational health inventory 
for elementary schools was used to determine the significance of specific sub factors and 
the significance of the overall district level health index. The purpose of the 37 item 
Likert-type scale was to state whether a school was considered healthy based on norm 
referenced data referenced in the Open School/Healthy Schools Book (Hoy et al., 1991). 
The PTO was used to determine the significance of specific subscale factors and the 
overall morale score (Bentley and Rempel as cited in Rowland, 2008; Houchard, 2005). 
The purpose of the 100-item ten-factor Likert-type scale was to acknowledge classroom 
teachers’ perceived reasons for low teacher morale. 
Both surveys provided data allowing for descriptive and inferential statistics with 
a primary emphasis on a quantitative research design methodology. 
Essential Research Questions 
The overall goal of determining whether elementary schools in one specific 
district were healthy served as the basis for this research study. Also, to determine if a 
relationship existed between school climate and teacher morale utilizing two specific 
survey instruments that have been independently used throughout many research studies. 
As a result of these inquiries, the following essential questions were addressed: 
1. (a) What was the school climate of elementary schools in the district, as 
perceived by prekindergarten to sixth-grade classroom teachers who completed the 
organizational health inventory for elementary schools? (b) Were there sub factors of 
57 
school climate that were significantly higher or lower than others based on the 
organizational health inventory for elementary schools? 
2. What was the morale of teachers in the district as perceived by 
prekindergarten to sixth-grade classroom teachers who completed the PTO?  
3. Is there a significant difference in the school climate and morale of teachers 
in some schools compared to others, based on overall and sub factor data? 
4. What is the relationship between school climate and teacher morale in the 
sample? 
Research Context 
The empirical research study was conducted in one local, urban district in the 
Lower Hudson region of New York State. The district consists of 11 elementary schools, 
2 secondary schools, 2 main high schools and 1 alternative high school. The study 
included 8 out of the 11 elementary schools to participate in this purposeful, convenience 
study. All schools remained anonymous in the study and were identified by pseudonyms: 
ES1, ES2, ES3, ES4, ES5, ES6, ES7, and ES8 which is no relation to their respective 
identifying school building number. The study surveyed classroom teachers only due to 
the nature of their relationship with students, staff and administration. The eight 
elementary schools consist of a total of 183 classroom teachers plus an additional five to 
six teachers in ES7, that were not intended to be a part of the study.  
It is important to note that 11% of the respondents were males and 89% of the 
respondents were females. Out of the total 189 possible participants, 127 responded to the 
organizational health inventory for elementary schools yielding a response rate of 67%, 
and 131 responded to the PTO yielding a response rate of 69%. Student attendance rate 
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for the eight participating elementary schools during the 2010-2011 academic school 
years is approximately 94%. The school district is comprised of approximately 9, 000 
students of which about 50% of the student population is eligible for free; 10% eligible 
for reduced lunch and the remaining 40% considered other. The ethnicity of students in 
the district is primarily of African American decent; however, other ethnicities were 
represented in smaller percentages. The population of Afro-Caribbean students in the 
district is included in the percentage of African American or Black subpopulation due to 
the unavailability of disaggregated data at the time of the study. English language 
learners represent approximately 8% of the student population equating to approximately 
700 students district wide. Table 3. 1 shows the ethnic configurations (New York State 
Education Department Report Card, 2010). 
Table 3.1  
Descriptive Statistics Representing Student Ethnicity (District Level) N = 9,000 
Ethnicity N % 
African American or Black 7,000 80 
Hispanic or Latino 1,000 9 
Asian or Native American 90 1 
White 600 10 
Note. Source: New York State Education Department Report Card, 2010; Chase-Dupree, 
2011. 
Research Participants 
The study includes participation from 127 classroom teachers who responded to 
the organizational health inventory for elementary schools and 131 classroom teachers 
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who responded to the PTO. These teachers work in one of eight elementary schools 
within a small-sized urban school district located in the Lower Hudson Region of New 
York State. The research participants consisted of both males and females. The targeted 
research participants were Prekindergarten to Sixth-Grade Teachers that volunteered to 
take the surveys and resided in their current position a minimum of 5 months. A 
Universal Prekindergarten program operated in five out of eight elementary schools. 
Therefore, three schools based their perceptions on the responses of Kindergarten to 
Grade-Six Teachers. In order to assure the anonymity of the staff, building level 
demographic data were not collected. Relevant demographic data is solely based on 
collective district results. The median income range of prekindergarten to sixth-grade 
teachers were $98,000–108,000.  
Instruments Used in Data Collection 
Two survey instruments were used to collect the quantitative survey data. The 
Organizational Health Inventory for elementary schools (OHI–E) was used to measure 
teachers’ perceptions of organizational health and the PTO to measure teachers’ 
perceptions of morale in eight elementary schools in the study. Despite the instruments 
use for quantitative purposes, statements on both instruments ask for teachers’ 
perceptions, which were qualitative in nature and lend themselves to subjective 
responses. Table 3.5 shows a sampling of the types of qualitative like statements teachers 
responded to on the OHI-E and PTO surveys. 
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Table 3.2  
Sample Statements on the OHI-E and PTO Survey Instruments 
OHI-E PTO 
1. The principal explores all sides of topics 
and admits that other opinions exist…  
1. Details, “red tape” and required reports 
absorb too much of my time… 
2. Teachers feel pressure from the 
community… 
2. I love to teach… 
3. Students respect others who get good 
grades… 
3. My school provides me with adequate 
classroom supplies and equipment… 
4. There is a feeling of trust and confidence 
among the staff… 
4. My teaching position gives me the social 
status in the community that I desire… 
5. Teachers receive necessary classroom 
supplies… 
5. My teaching load at this school is 
unreasonable… 
 
The Organizational Health Inventory–Elementary.   The OHI–E was 
developed by Hoy & Tarter (1991). The survey instrument is divided into three levels: 
institutional, managerial, and technical. Each level consists of one to two dimensions. 
The Institutional Level consists of Institutional Integrity primarily focused on external 
factors. The Managerial Level incorporates Collegial Leadership and Resource Influence 
that infuses both external and internal dimensions. The Technical Level includes Teacher 
Affiliation and Academic Emphasis focused on individual teacher considerations and 
teaching and learning. The three levels and five dimensions were described in further 
detail: 
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Institutional Level: Institutional Integrity refers to integrity in the educational 
program. The school is not bound to community influence; the school is not impacted by 
community and parental demands. The school addresses outside forces in a way that 
protects teachers. Managerial Level: Collegial Leadership refers to supportive, open, fair 
and friendly behavior by the principal. The principal additionally enforces clear 
expectations for high performance. Resource Influence measures the principal’s ability to 
obtain needed resources—instructional supplies and materials-from superiors to support 
teachers. Technical Level: Teacher Affiliation is a sense of connectedness to the school. 
Teachers feel good about themselves and others. They feel a sense of commitment to 
students and adults and were enthusiastic about their work. Academic Emphasis is the 
school’s commitment to achievement. Students were encouraged to work hard, work 
cooperatively, respect others and complete extra assignments. Teachers establish high 
expectations for students and establish learning environments that promote excellence 
(Williams, 2010).  
The organizational health inventory was originally designed for high school use 
and consisted of 44 items. As a result of further research and the need to design an 
instrument that would address the climate needs of elementary schools, the organizational 
health inventory for elementary schools was designed. This resulted in a reduction of 
survey responses. Hence, the OHI-E consists of 37 items on a 4-point Likert-type scale 
where 1 represents rarely occurs, 2 represents sometimes occurs, 3 represents often 
occurs and 4 represents very frequently occurs (Edwards, 2008).   
An individual subscale and overall health index score may be obtained. The OHI–
E was tested for reliability and construct validity. The reliability scores were considered 
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relatively high with Cronbach’s alphas ranging from .87 on academic emphasis to .95 on 
collegial leadership. Additionally, the inventory establishes both construct validity and 
predictive validity (Hoy, Tarter & Kottkamp, 1991). 
Table 3.3  
OHI-E Item Loadings 
Category: 
Number  
of Items: Questions: 
Institutional Integrity 6 8, 14, 19, 25, 29, 30 
Collegial Leadership 10 1, 3, 4, 10, 11, 15, 17, 21, 26, 34 
Resource Influence 7 2, 5, 9, 12, 16, 20, 22 
Teacher Affiliation 9 13, 23, 27, 28, 32, 33, 35, 36, 37 
Academic Emphasis 5 6, 7, 18, 24, 31 
 
The Purdue Teacher Opinionaire.   The PTO is comprised of 100 questions on 
a 4-point Likert-type scale where 1 represents “disagree”, 2 represents “probably 
disagree”, 3 represents “probably agree” and 4 represents “agree”. The instrument 
measures teacher morale and job satisfaction related to ten factors (Bentley & Rempel, 
1980 as cited by Randolph-Robinson, 2007; Houchard, 2005; Clementi-Watson, 2007; 
Rowland, 2008).Each of the 10 factors is described below: 
Factor 1: Teacher Rapport with Principal is the relationship between teacher and 
principal, communication, professionalism and human relation skills. 
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Factor 2: Satisfaction with Teaching relates to the teachers’ level of job 
satisfaction, morale, and success with teaching, personal competency and self-
efficacy. 
Factor 3: Rapport amongst Teachers refers to teacher-teacher relationships. This 
factor relates to trust in the competency of peers, cooperation & collaboration, 
ethics, influence and interests. 
Factor 4: Teacher Salary is directly related to issues of fairness in salary. Were 
they comparable to other districts? Were policies just and reasonable? 
Factor 5: Teacher Load refers to administrative tasks such as record-keeping, 
clerical work, community and district demands; and extra-curricular expectations. 
Factor 6: Curriculum Issues pertain to feedback from teachers on curriculum 
concerns that address individual student needs. 
Factor 7: Teacher Status refers to the extent teachers were valued members of the 
school community and the extent to which status impacts job security, and 
benefits. 
Factor 8: Community Support of Education addresses the extent the community 
supports the school’s programs, initiatives and vision. 
Factor 9: School Facilities and Services focuses on procedures, materials, 
supplies and equipment; and appropriateness of facilities. 
Factor 10: Community Pressures relates to community expectations and 
alignment to the teacher’s expectations. Does the teacher participate in 
community-based activities? Is there freedom to discuss issues of concern in and 
outside of the school? (Randolph-Robinson, 2007). 
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Bentley and Rempel administered 3,023 surveys to 60 Indiana schools and 16 
Oregon schools. Surveys were re-administered after four weeks. The instrument’s 
reliability was found to range from a low of .62 to a high of .88 on individual factors, 
with a combined overall score reliability of .87. Predictive validity was evaluated “by 
having the principals at the Indiana and Oregon schools report how they thought their 
respective faculty would respond to the various factors” (Randolph-Robinson, 2007, p. 
52). Table 3.7 shows each sub factor of the PTO, the number of items and the specific 
question number that correlates with the category. 
Table 3.4  
PTO Category Questions 
Category: Items Questions 
Rapport with Principal 20 2, 3, 5, 7, 12, 33, 38, 41, 43, 44, 61, 62, 69, 70, 72, 73, 74, 92, 93, 95 
Satisfaction with Teaching 20 19, 24, 26, 27, 29, 30, 46, 47, 50, 51, 56, 58, 60, 76, 78, 82, 83, 86, 89, 100 
Rapport among Teachers 14 18, 22, 23, 28, 48, 52, 53, 54, 55, 77, 80, 84, 87, 90 
Teacher Salary 7 4, 9, 32, 36, 39, 65, 75 
Teacher Load 11 1, 6, 8, 10, 11, 14, 31, 34, 40, 42, 45 
Curriculum Issues 5 17, 20, 25, 79, 88 
Teacher Status 8 13, 15, 35, 37, 63, 64, 68, 71 
Community Support 5 66, 67, 94, 96, 97 
School Facilities and Services 5 16, 21, 49, 57, 59 
Community Pressures 5 81, 85, 91, 98, 99 
Note. Items = number of items in category. 
Data Collection 
Eight out of eleven elementary schools in the district participated in the empirical 
research study. Each participating school had an appointed principal. 75% of the 
elementary schools had an assistant principal while the other 25% only had a principal as 
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leader in the building. Two elementary schools were not considered because the 
principals in the position at the time of the study were functioning as acting principals 
and had not completed the appointment process. One school principal elected not to 
participate in the study. Permission was requested from the district’s superintendent. 
Upon approval, the researcher met with each principal during a monthly principal’s 
meeting to request building level permission. The intended research study was explained 
to each principal. Principals were informed they were not to be present during 
administration and a designee should be assigned to administer and collect survey 
packets. Anonymity and confidentiality were assured to both principals and teachers.    
Respondents were informed that participation in the study was voluntary; 
identifying demographic data by school would not be collected and findings would be 
shared with individual schools. Participants were additionally assured that participation, 
although voluntary in nature would not affect the relationship with the researcher, 
principal, or the district. The researcher was available to speak with individual schools 
regarding the purpose and significance of the study, in addition to the explanation 
provided on the principal’s letter of permission and teachers’ informed consent. Data was 
collected during the months of February and March 2011. 
It was the intent of the researcher to have each school administer the 
organizational health inventory for elementary schools and the PTO during a faculty or 
curriculum meeting held monthly. However, 25% of the schools opted to administer the 
paper and pencil surveys during team/grade level meetings, 25% of the schools 
administered the surveys during faculty/curriculum meetings and immediately collected 
them, while the remaining 25% of schools administered the surveys during 
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grade/curriculum meetings, but allowed teachers to return the surveys to their team/grade 
leader or designee on a subsequent day due to time constraints and other agenda items.  
Incentives were not provided and the surveys took about 40 minutes to complete: 
10 minutes for the OHI-E and 30 minutes for the PTO. Schools were provided a timeline 
for submitting completed and unused survey packet materials. 
Data Analysis 
Data analysis is an important aspect of the research process. The data organization 
and statistical procedures associated with each question allow for the researcher to 
determine the significance of the study.  It is the precursor to determining the 
implications of the findings, meaningful interpretations, and recommendations for future 
research. 
Data organization.   Each school was assigned a random number and pseudonym 
(e.g. ES1, ES2, ES3 . . . ES8) for identification purposes. Identifying acronyms (ES1) 
were not shared with the respective schools. It was solely for the researcher to be used 
after the collection process. A large envelope was provided to each school to secure and 
return the surveys via district mail. Additionally, an informed consent form for the 
principal and teachers, a data collection form to record the number of surveys distributed 
and returned; 30 copies of the OHI-E and 30 copies of the PTO were in the packet.  Upon 
return of the survey packets, the identifying random number and pseudonym were 
manually written on each page of the survey. A code sheet was created for each 
instrument, copies made of all materials and data entered into a Microsoft Excel 
spreadsheet. All confidential materials were stored in a safe place and will remain as such 
for the next three years. All data was stored on the researcher’s hard drive, travel drive 
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(also known as a thumb drive), desktop and emailed to self. 
Statistical procedures associated with each question.  This section explains the 
statistical procedures used to answer each essential research question in the study. 
Questions 1 had a subquestion to further clarify the question. Tables and charts were used 
to display descriptive and inferential statistics. Statistically significant findings were 
highlighted within the data representations based on specific analysis. Analysis was 
conducted using SPSS software. 
Research Question 1.   (a) What is the organizational health of elementary 
schools in the district, as perceived by prekindergarten to sixth-grade classroom teachers’ 
who completed the organizational health inventory for elementary schools? (b) Were 
there dimensions of organizational health that were significantly higher or lower than 
others based on the organizational health inventory for elementary schools? Descriptive 
and inferential statistics were used in the study. To analyze school climate (i.e. 
organizational health) in the district’s elementary schools and each of the eight 
participating elementary schools, one sample t tests were conducted based on the overall 
health index and subscale (categorical) results on the organizational health inventory for 
elementary schools. The district’s local results were compared to the normative sample 
after raw scores were converted to standard scores with a mean of 500 and standard 
deviation of 100. District analysis was used to rank order sub factors in order from 
greatest to least based on overall and school responses compared to the norm. 
Research Question 2.   What is the morale of teachers in the district, as perceived 
by prekindergarten to sixth-grade classroom teachers who completed the PTO? This 
question was addressed by conducting a frequency analysis to determine the frequency 
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and percentage of classroom teachers that responded to agree and probably agree versus 
disagree and probably disagree on the PTO. Overall PTO morale scores and morale 
scores by sub factor were presented to showed how teachers perceived morale in general 
as well as how they perceived specific morale factors. This information would answer the 
provide information regarding specific factors that have the greatest and least influence 
on morale. Descriptive statistics showed how the number of respondents, minimum and 
maximum means, the actual mean and standard deviation. PTO dichotomous cross 
tabulations were conducted, too.  
Research Question 3.   Is there a significant difference in the organizational 
health and morale of teachers in some schools compared to others, based on overall and 
categorical data? To answer this research question, χ2 tests were conducted using planned 
comparisons with the Kruskall-Wallis nonparametric statistical procedure for both 
surveys. The purposes of the statistical analyses were to determine whether statistical 
differences between participating schools occurred based on the overall and subscale 
health index. Significant differences were reported in the overall health index and 5 out 
of 5 sub factors. Planned comparison analyses were conducted to accompany this data.    
Research Question 4.  What is the relationship between organizational health 
and teacher morale in the sample? This question was addressed by calculating a Pearson 
Product Moment Correlation Coefficients (Pearson’s r) to determine whether a 
statistically significant relationship existed between the overall and sub factor data on the 
PTO and the organizational health inventory for elementary schools (OHI-E). Scatter plot 
graphs were used to show how the correlations between the two surveys.  Highly 
statistically significant correlations at the p < .01 were shown in the figure using two 
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symbols (**). Statistically significant correlations were shown in the figure using one 
symbol (*).   
Summary of the Methodology 
School climate and morale were vital components of school reform. They were 
important constructs in creating healthy learning environments. The health of a school is 
another means of assessing school climate which has become increasing studied 
throughout the literature. However, few studies investigated the relationship between 
school climate (i.e. organizational health) and morale together. Therefore, a correlational 
research design was employed to determine the relationship between school climate and 
morale using the organizational health inventory for elementary schools and the PTO. 
The 37 item, 4 pt. Likert –type scale on the OHI-E and the 100 item, 4 pt. Likert-type 
scale on the PTO served as a means of obtaining quantitative data related to teachers’ 
perceptions.  
Based on the surveys used, statistical procedures implemented and analysis 
conducted the following objectives were explored: (a) to determine the school climate 
and morale of Prekindergarten to Grade-Sixth Classroom Teachers in the district; (b) to 
determine, what if any, specific sub factors have a statistically significant impact on 
school climate and morale; (c) to compare teachers’ perceptions of school climate and 
morale across schools in the district; and (d) determine if a statistically significant 
relationship exists between school climate and morale of teachers.   
One hundred twenty-seven respondents completed the OHI-E with a response rate 
of 67%.  One hundred thirty-one respondents completed the PTO with a response rate of 
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69%. Survey data were administered in eight elementary schools in a small, urban school 
district located in the Lower Hudson Region of New York State.     
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Chapter 4: Data Analysis and Findings 
Purpose and Introduction 
The purpose of this study was to assess the school climate and teacher morale of 
elementary schools in the district; identify specific sub factors on the PTO associated 
with low morale; compare the findings of school climate and morale across schools using 
the organizational health inventory for elementary schools; compare the findings of 
morale across schools using the PTO; and to examine the relationship between school 
climate and teacher morale. 
The study sought to frame the problem using two theoretical lenses: Hoy’s 
organizational health theory and Herzberg’s theory of motivation (Gawel, 1997; 
Herzberg, Mausner, & Snyderman, 1959). The findings in this chapter and subsequent 
implications discussed in Chapter 5 addressed these multifaceted, complex constructs. 
The following sections present descriptive and inferential statistics associated with each 
of the four research questions.   
Descriptive Analyses 
The empirical research study was conducted in one local, urban school district in 
the Lower Hudson region of New York State. The district consisted of eleven elementary 
schools of which eight schools participated in the study. All elementary schools were 
invited to participate; however, three schools were not included due to the following 
reasons: one school principal opted not to participate and two schools were led by interim 
acting principals. Permission by each principal was a mandatory criterion and one 
principal did not grant permission for unknown reasons. The interim acting principals 
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were individuals currently working in official leadership roles, but were not tenured and 
had not received principal appointments through the school board which is the policy in 
the district. These two interim acting principals previously worked in the district as 
assistant principals but only held their current positions at the time of data collection for 
an estimated six months. The study participants were primarily female teachers (89% of 
the total). Very few male classroom teachers worked in the elementary schools in the 
district, and therefore made up only 11% of the teaching population. A total of 189 
classroom teachers worked in the eight elementary schools. Of the 189 possible 
participants, 127 responded to the organizational health inventory for elementary schools 
which yielded a response rate of 67%, and 131 responded to the PTO which yielded a 
response rate of 69%. 
In an effort to ensure anonymity individual demographic information was not 
collected from the respondents; however, based on district data, teachers were 
predominately of African American or White ethnicity with a median salary of $98,000. 
Participants in the study had as little as five months experience in the district and as much 
as twenty or more years of experience in the district.  
Tables 4.1 and 4.2 show the overall response rate and the response rate by school 
for each of the two survey instruments. Some schools (i.e. ES7, ES4) had a higher 
response rate than others (i.e. ES8); however, many schools were similar in the 
percentage of teachers that responded to the surveys. 
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Table 4.1  
Descriptive Data Representing Teacher Response Rate on the OHI-E  
School 
Acronym 
Surveys 
Distributed 
Surveys 
Returned 
Response  
Rate (%) 
ES1 
ES2 
ES3 
ES4 
ES5 
ES6 
ES7 
ES8 
District Total 
21 
25 
18 
28 
21 
28 
27 
21 
189 
17 
10 
18 
19 
12 
18 
27 
6 
127 
81 
40 
100 
68 
57 
64 
100 
29 
67 
 
Inferential Analyses 
In this study, two levels of statistical significance, p < .05 and p < .01, were 
selected for analyses purposes. Differences that were significant at the .05 or .01 level 
were taken to indicate that those perceptions of teachers were highly unlikely to have 
occurred by chance and therefore likely reflected meaningful differences in the 
comparisons. In the following sections, the research questions are presented followed by 
a presentation of the relevant statistical analyses and results.  The analyses were 
organized around the four research questions. Accompanying tables and/or figures 
provided a summary of the results. 
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Table 4.2 
Descriptive Data Representing Teacher Response Rate on the PTO  
School 
Acronym 
Surveys 
Distributed 
Surveys 
Returned 
Response 
Rate (%) 
ES1 
ES2 
ES3 
ES4 
ES5 
ES6 
ES7 
ES8 
District Total 
21 
25 
18 
28 
21 
28 
28 
21 
190 
17 
10 
18 
20 
19 
18 
28 
7 
131 
81 
40 
100 
71 
90 
64 
100 
33 
69 
Research Question 1.   (a) What was the organizational health of elementary 
schools in the district, as perceived by prekindergarten to sixth-grade classroom teachers 
who completed the organizational health inventory for elementary schools? (b) Were 
there sub factors of school climate that were significantly higher or lower than others 
based on the organizational health inventory data?  
To answer this two-part question, one sample t tests and paired-sample t tests (i.e. 
a repeated-sample t tests) were used to analyze overall school climate (i.e. organizational 
health) for the district’s elementary schools and then to analyze school climate in each of 
the eight participating elementary schools. 
Part A: One-sample t tests. One-sample t tests were calculated based on the 
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overall health index and sub factor results by district and each school using the 
organizational health inventory for elementary schools. The district’s overall results and 
the results for each of the eight participating elementary schools were compared to the 
normative sample after raw scores were converted to standard scores with a mean of 500 
and standard deviation of 100.  
Table 4.3 shows how to interpret data that was standardized against OHI-E 
normative data provided in the New Jersey sample (See http://www.waynekhoy.com/ohi-
e.html). The normative data standardized subtest scores employ a mean of 500 and a 
standard deviation of 100.    
Table 4.3 
Comparing OHI-E Normed Means to New Jersey Sample 
Score Ranking 
200 Lower than 99% of schools 
300 Lower than 97% of schools 
400 Lower than 84% of schools 
500 Average 
600 Higher than 84% of schools 
700 Higher than 97% of schools 
800 Higher than 99% of schools 
Note. From Wayne Hoy web site (2010): Research Instruments—Org Health— 
OHI-E (http://www.waynekhoy.com/ohi-e.html) 
Table 4.4 is a comparison of district level standard scores to the norm data used 
by Hoy, et al. (1991) to establish norms for the instrument. Based on the analyses, 
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differences between district data and norm data were statistically significant for 4 out of 5 
sub factors of school climate: collegial leadership t = 11.70, df = 128, p < .01; resource 
influence t = −6.61, df = 128, p < .01; academic emphasis t = −4.93, df = 127, p < .01; 
and,  teacher affiliation t = 2.89, df = 128, p <. 05. However, the overall health index 
results were not significant in part because some of the sub factor means for the district 
were above the means of the normative sample and some were below.   
Table 4.4  
One-sample t Tests for OHI-E Standard Scores—District Level Comparing the Norm 
Data to District Data  
Variable  M t df p 
Institutional Integrity 491.06 −0.63 127 .533 
Collegial Leadership 689.53 11.70 128 .000** 
Resource Influence 377.71 -6.61 128 .000** 
Teacher Affiliation 551.43 2.89 128 .005* 
Academic Emphasis 398.55 -4.93 127 .000** 
Overall OHI-E 500.69 0.05 128 .959 
**p < .01 or better; *p < .05 or better 
Tables 4.5 to 4.12 show the results of the one-sample t tests for OHI-E standard 
scores comparing norm data to school data for each elementary school (i.e. ES1–ES8). 
These tables showed the results of specific sub factors on the OHI-E, whether they were 
statistically significant, and whether school norm data were below, average to, or above 
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the normative sample as determined by Hoy and associates (Hoy, Tarter, Kottkamp, 
1991).   The tables also showed whether the overall health results were significant or not. 
Based on the analyses for ES1 (Table 4.5), only one out of five sub factors were 
statistically significant. The mean for resource influence in ES1 was significantly lower 
than the norm mean at the .01 level. Resource influence was t = −4.19, df =16, p < .01). 
This data showed that the means for resource influence fell below the normative sample. 
Differences for other sub factors were not significantly different from the normative data 
but the lower mean for academic emphasis approached significance (t = −2.01, df = 16, 
p < .062). As a result, the overall mean score fell slightly below the normative mean of 
500. 
Table 4.5  
One-sample t Tests for OHI-E Standard Scores—Elementary School 1 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 519.07   1.09 16 .293 
Collegial Leadership 573.63   1.46 16 .164 
Resource Influence 291.13 −4.19 16 .001** 
Teacher Affiliation 516.90   0.43 16 .670 
Academic Emphasis 406.70 −2.01 16 .062 
Overall OHI-E 461.48 −1.23 16 .237 
**p < .01 or better 
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Table 4.6 is a comparison of standard score data for ES2 to the norm data. Two of 
five sub factor comparisons yielded statistical significance. The mean for collegial 
leadership was significantly higher than the mean for the normative sample at the .05 
level. Therefore, collegial leadership was t = 3.82, df = 9, p < .05. However, the mean for 
academic emphasis was significantly below the norm mean (i.e. t = −4.64, df = 9, p < 
.01).  The overall OHI-E health index score was not significant in part because district 
means were higher than the norm on some sub factors and lower on others. 
Table 4.6  
One-sample t- Tests for OHI-E Standard Scores – Elementary School 2 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 436.46 −2.09 9 .067 
Collegial Leadership 685.56 3.82 9 .004* 
Resource Influence 432.26 −1.95 9 .082 
Teacher Affiliation 569.80 2.08 9 .068 
Academic Emphasis 294.97 −4.64 9 .001** 
Overall OHI-E 483.81 −0.69 9 .506 
**p < .01 or better; *p < .05 or better 
Table 4.7 is a comparison of standard score data for ES3 to the norm data. Based 
on the analyses, one of five sub factors yielded statistical significance at the p < .01 level. 
The mean for collegial leadership was significantly higher than the mean for the 
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normative sample at the .01 level. Therefore, collegial leadership was t = 12.53, df = 17, 
p < .01.Three other sub factors were also significant; however, there significance varied. 
The means for institutional integrity and resource influence were significantly lower than 
the norm mean at the .05 level (i.e. institutional integrity, t = −2.57, df = 17, p < .020, 
resource influence, t = −2.45, df = 17, p < .025), and the mean for teacher affiliation was 
significantly higher than the norm mean (i.e. t = 2.67, df = 17, p < .016). Again, because 
some school means were above and some below the norm means, the overall OHI-E 
score was not significantly different. 
Table 4.7  
One-sample t Tests for OHI-E Standard Scores—Elementary School 3 Comparing the 
Norm Data to School Data 
Variable  M t df P 
Institutional Integrity 409.59 −2.57 17 .020* 
Collegial Leadership 797.84  12.53 17 .000** 
Resource Influence 389.70 −2.45 17 .025* 
Teacher Affiliation 602.98   2.67 17 .016* 
Academic Emphasis 447.39 −0.61 16 .548 
Overall OHI-E 527.61   0.94 17 .363 
**p < .01 or better; *p<.05 or better 
Table 4.8 is a comparison of standard scores data for ES4 to the norm data. Based 
on the analyses, one of five sub factors yielded statistical significance at the .01 level. 
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The mean for collegial leadership was significantly higher than the mean for the 
normative sample at the .01 level. Collegial leadership was t = 4.90, df = 18, p < .01. 
However, institutional integrity, resource influence and academic emphasis means fell 
below the norm mean. As a result, the OHI-E for ES6 was considered in the average 
range (M= 499.61).  
Table 4.8  
One-sample t Tests for OHI-E Standard Scores—Elementary School 4 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 431.33 −1.84 18 .083 
Collegial Leadership 680.73   4.90 18 .000** 
Resource Influence 426.95 −1.34 18 .197 
Teacher Affiliation 536.95   0.64 18 .533 
Academic Emphasis 422.08 −1.63 18 .120 
Overall OHI-E 499.61 −0.01 18 .991 
**p < .01 or better      
Table 4.9 is a comparison of standard scores data for ES5 to the norm data. Based 
on the analyses, differences between ES5 and norm data for two out of five sub factors on 
the OHI-E were significant at the p < .01 levels. The mean for collegial leadership was 
significantly higher than the mean for the normative sample at the .01 level. Collegial 
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leadership was, t = 4.97, df = 12, p < .01. However, the mean for academic emphasis was 
significantly below the norm mean. Academic emphasis was, t = −4.90, df = 12, p < .01.   
As a result of below level norm means, the overall OHI-E mean fell below the mean of 
the normative sample. 
Table 4.9 
One-sample t Tests for OHI-E Standard Scores—Elementary School 5 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 489.50 −0.31 12 .761 
Collegial Leadership 700.71   4.97 12 .000** 
Resource Influence 381.08 −1.99 12 .070 
Teacher Affiliation 424.73 −1.13 12 .281 
Academic Emphasis 352.06 −4.90 12 .001** 
Overall OHI-E 469.61 −0.99 12 .344 
** p < .01 or better  
Table 4.10 is a comparison of standard scores data for ES6 to the norm data. 
Based on the analyses, ES6 showed significantly lower school mean results than the 
means of the normative sample, and significantly lower mean results than the other seven 
elementary schools. Specifically, three out of five sub factor means showed statistical 
significance. The means for resource influence, teacher affiliation and academic emphasis 
fell substantially below the norm means. These results yielded the following: resource 
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influence, t = −6.90, df = 18, p < .01, teacher affiliation, t = −3.25, df = 18, p < .01, and 
academic emphasis, t = −5.34, df = 18, p < .01. Collegial leadership was the only sub 
factor mean that fell slightly above the norm mean. As a result of these results, the OHI-E 
health index mean for ES6 was significantly below the mean of the normative sample.  
Table 4.10  
One-sample t Tests for OHI-E Standard Scores—Elementary School 6 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 475.03 −0.65 18 .522 
Collegial Leadership 523.25   0.72 18 .483 
Resource Influence 212.61 −6.90 18 .000** 
Teacher Affiliation 395.66 −3.25 18 .004* 
Academic Emphasis 246.64 −5.34 18 .000** 
Overall OHI-E 370.64 −5.32 18 .000** 
**p < .01 or better; *p < .05 or better 
Table 4.11 is a comparison of standard scores data for ES7 to the norm data. 
Based on the analyses, ES7 showed significantly higher than norm mean results than the 
other seven elementary schools. Three of five sub factor means showed statistically 
significance data. The means for institutional integrity, collegial leadership and teacher 
affiliation were significantly higher than the means for the normative sample at the .01 
level. The sub factors yielded the following results: institutional integrity, t = 4.23, df = 
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25, p < .01, collegial leadership, t = 10.10, df = 26, p < .01, teacher affiliation, t = 9.27, 
df = 26, p < .01. In fact, all sub factors showed mean results higher than the norm means 
resulting in a significantly higher OHI-E mean health index at the .01 level. The overall 
health index results were, t = 4.95, df = 26, p < .01.   
Table 4.11  
One-sample t Tests for OHI-E Standard Scores—Elementary School 7 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 628.35 4.23 25 .000** 
Collegial Leadership 814.37 10.10 26 .000** 
Resource Influence 510.66 0.36 26 .722 
Teacher Affiliation 725.40 9.27 26 .000** 
Academic Emphasis 542.35 1.21 26 .236 
Overall OHI-E 639.49 4.95 26 .000** 
**p < .01 or better  
Table 4.12 is a comparison of standard scores data for ES8 to the norm data used 
in the study. Based on the analyses, the mean results for collegial leadership were 
significantly higher than the mean results for the normative sample at the .05 level. 
Collegial leadership was, t = 2.88, df = 5, p < .035. However, the mean for resource 
influence was significantly lower than the norm means at the .05 level. Therefore, 
resource influence was, t = −3.16, df = 5, p < .025.  
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One sub factor however approached significance. That sub factor was academic 
emphasis. The mean for academic emphasis fell below the norm mean (i.e. t = −2.47, df = 
5, p < .057) and the overall OHI-E health index mean fell below the normative sample 
mean. This trend was evident in five of the eight elementary schools. 
Table 4.12  
One-sample t Tests for OHI-E Standard Scores—Elementary School 8 Comparing the 
Norm Data to School Data 
Variable  M t df p 
Institutional Integrity 395.55 −1.19 5 .289 
Collegial Leadership 668.07   2.88 5 .035* 
Resource Influence 257.53 −3.16 5 .025* 
Teacher Affiliation 494.85 −0.07 5 .945 
Academic Emphasis 269.81 −2.47 5 .057 
Overall OHI-E 417.16 −1.35 5 .236 
**p < .01 or better; *p < .05 or better 
Summary of findings for Part A of Research Question 1. Normally, the 
comparisons on the Overall OHI-E score would provide a summary of the results.  That is 
not the case here. The overall health index means of only two schools, ES6 and ES7, 
were significantly different from the mean of the norm group.  However, the differences 
were in opposite directions. The ES6 overall OHI-E mean was significantly below the 
mean of the normative sample while the ES7 school mean was statistically different from 
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the norm data because it was above the mean of the normative sample. These results 
suggest that no overall conclusion can be drawn from the comparisons between district 
and school data and the normative data.  Schools differed in how they compared to the 
normative data.   
Comparisons of sub factor means were also mixed with some schools, on some 
sub factors, scoring significantly above (or below) the norm mean while other schools 
exhibited different patterns when compared to the normative scores. The remaining six 
elementary schools yielded below norm overall health results even though the results 
were not statistically significant from the means of the normative sample. There were 
however several commonalities in the data. Institutional integrity (i.e. integrity in the 
educational program; school was not bound to community influence and parental 
demands) fell below the norm in all five of the other six schools (except for ES1).  
Collegial leadership (i.e. the principal’s leadership practices and perceived 
expectations for high performance) was relatively consistent and positive in all schools 
though the differences between school means and norm means were not always 
statistically significant. Resource influence (i.e. principal’s ability to obtain resources) 
was negative (e.g., means were below the norm mean) in all schools. Teacher Affiliation 
(i.e. connectedness, commitment and enthusiasm) was basically positive (eg. Means were 
above the norm mean) in five schools but below the norm mean in three schools (ES5, 
ES6 and ES8). Academic Emphasis (i.e. the school’s commitment to achievement) was 
negative (below the norm mean) in all schools except for ES7.  
These results indicated that teachers perceived specific sub factors as strengths in 
the elementary schools while other sub factors were perceived as challenges. This varied 
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from school to school but there was a weak consensus that strengths were collegial 
leadership and teacher affiliation, whereas the collective challenges were institutional 
integrity, resource influence and academic emphasis.   
Research Question 1 (What was the organizational health of elementary schools 
in the district, as perceived by prekindergarten to sixth-grade classroom teachers who 
completed the organizational health inventory for elementary schools?) does not have a 
definitive answer.  It depends on the school and on the factor of organizational health 
being addressed.  The health of some schools, on some sub factors of organizational 
health appears to be high (e.g., above the mean of the norm group) while the health of 
some schools, on some sub factors is low (e.g., below the mean of the norm group).  This 
question was further explored in Part B of the first research question which involved 
comparing patterns of sub factor means in the district data.  
Part B: Paired-sample t tests. Paired-sample t tests compared the mean standard 
score on each sub factor with the mean standard score on every other sub factor.  This 
was done at the district level.  In essence these comparisons of the means were used to 
find sub factor means that were higher or lower than others at the district level.  Table 
4.13 showed the mean difference for significant pairs of sub factor variables based on the 
data from all the schools (e.g., a district level comparison).  
Based on the data, institutional integrity (i.e. integrity in the educational program; 
schools were not bound to community influence and parental demands) and collegial 
leadership (i.e. the principal’s leadership practices and perceived expectations for high 
performance) showed statistically significantly paired t tests results when compared to 
the remaining sub factors on the OHI-E.  
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The results showed clear differences in teachers’ perceptions of one sub factor to 
the other. In particular, the greatest mean difference occurred between collegial 
leadership and resource influence MD = 311.82, t = 22.31, df = 128,  p < .01 indicating 
that teachers perceived their principal’s leadership practices positively, but did not 
perceive their principal’s abilities to acquire resources the same. In fact, the teachers 
perceived those principals as not effective in acquiring needed resources.  
Table 4.13  
District Level Mean Differences for Significant Pairs of Sub Factor Variables 
Sub factor 1       Sub factor 2 Mean  
Sub factor 1 
Mean  
Sub factor  2  
t df 
Institutional Integrity Collegial Leadership 491.06 694.59 -10.59** 127 
Institutional Integrity Resource Influence 491.06 381.22 6.00** 127 
Institutional Integrity Teacher Affiliation 491.06 554.54 -3.59** 127 
Institutional Integrity Academic Emphasis 494.71 403.03 4.36** 126 
Collegial Leadership Resource Influence 689.53 377.71 22.31** 128 
Collegial Leadership Teacher Affiliation 689.53 551.43 9.67** 128 
Collegial Leadership Academic Emphasis 688.64 398.55 14.54** 127 
Resource Influence Teacher Affiliation 377.71 551.43 -10.33** 128 
Resource Influence Academic Emphasis 379.96 398.55 -0.91** 127 
Teacher Affiliation Academic Emphasis 554.28 398.55 8.20** 127 
** p < .01 or better 
 
Summary of findings for Part B of Research Question 1. As shown in Table 
4.12 the district means for Institutional Integrity (II) and Teacher Affiliation (TA) fell 
close to the mean of the norm data with Institutional Integrity below the norm mean and 
Teacher Affiliation above.  These means were designated as “average” because the 
district means were close to the norm data means.  In comparison, the district mean for 
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Collegial Leadership (CL) was well above the mean of the normative sample while 
Resource Influence (RI) and Academic Emphasis (AE) means were well below the norm 
mean.   
Thus, CL was designated “above average” with RI and AE designated as “below 
average.”  The significant differences between the sub factors reflected these patterns.  
Collegial Leadership, which was the only “above average” sub factor mean, was 
significantly higher than the means of the two “low” sub factors (Resource Influence and 
Academic Emphasis) as well as the two “average” sub factors (Institutional Integrity and 
Teacher Affiliation). The means of the “average” sub factors – Institutional Integrity and 
Teacher Affiliation – were significantly lower than CL and in some cases higher than 
those of the “below average” sub factors – Resource Influence and Academic Emphasis.  
The pattern of statistical significance suggested that in the district two sub factors of 
organizational climate were well below desirable levels – RI and AE while one of the 
OHI-E sub factors CL, was above average when compared to the normative data and to 
the scores on other sub factors of the OHI-E. 
Summary of findings for Research Question 1.  Question one included two 
major parts to answer the questions: (a) what was the organizational health of elementary 
schools in the district, and (b) were there sub factors of school climate that were 
significantly higher or lower than others based on the organizational health inventory for 
elementary schools?   
The answer to Part A of the question was complex.  Comparisons between 
normative data and district data—using the overall health index scores—were 
inconclusive. This was a result of inconsistent sub factor scores.  Some sub factor means 
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were higher than the norm data while others were lower.  The fallback option for making 
judgments about the organizational health of the district would be to compare the sub 
factor standard means obtained from the district.  Analyses of that data suggested that 
overall, the district was “above average” on one sub factor or organizational health – 
collegial leadership.  It was “average” on two other sub factors—institutional integrity 
and teacher affiliation - and it was below average on two other factors—resource 
Influence and academic Emphasis. However, these overall summaries of results were 
particularly tentative because there were major differences in the patterns of scores from 
the eight different participating elementary schools.  
School climate perceptions varied considerably from school to school when the 
sub factor scores were analyzed. The most striking contrasts were between ES6 and ES7. 
Teachers at ES6 had comparatively low perceptions of organizational health on the OHI-
E overall score and on four of the five sub factors.  Collegial leadership was the only sub 
factor that was near the norm mean.  In contrast, ES7 exceeded the norm mean on both 
the overall health and all sub factors. Thus, it appeared that while there were some 
general conclusions that could be made at the district level, such as the proposition that 
perceptions of the collegial leadership sub factor were generally high and perceptions of 
resource influence and academic emphasis were low, there were many differences from 
one school to another. 
Research Question 2.  What was the morale of teachers in the district, as 
perceived by Prekindergarten to Sixth-Grade Teachers who completed the PTO? 
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The morale of teachers based on district results showed that overall teacher 
morale was moderately high and factors on the PTO ranged from moderately high to 
moderate. However, differences in teachers’ perceptions varied by school.  
To determine the morale of prekindergarten to sixth-grade teachers in the district, 
the mean scores for each factor and the overall PTO mean score for the district and each 
elementary school were calculated. The calculations were derived from Wangdi’s study 
on teacher morale (Wangdi, 2008). Teacher morale definitions were then assigned to each 
mean score factor range. Table 4.14 showed the mean score factor range in increments of 
.60 points whereas one represented the lowest score on the 4 pt. Likert-type scale and 
four represented the highest score. 
Table 4.14 
Guidelines for Understanding Teacher Morale Factors (developed by Wangdi, 2008) 
Mean Score of Factor Teacher Morale Definition 
1.00–1.60 Very low teacher morale 
1.61–2.20 Moderately low teacher morale 
2.21–2.80 Moderate teacher morale 
2.81–3.40 Moderately high teacher morale 
3.41–4.00 High teacher morale 
Tables 4.15 through 4.23 show the PTO teachers’ perceptions of overall district 
morale and the PTO teachers’ perceptions of total and factor morale for each of the eight 
elementary schools. The results summarized in Table 4.14 indicate that teachers’ 
perceptions of overall district morale were moderately high with a mean factor score of 
2.93. Individual PTO factor means varied from moderate to moderately high. The factors 
that fell in the moderately high range were satisfaction with teaching, rapport with 
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teachers, and rapport with principal. The lowest factor means were in the moderate range, 
suggesting that teacher morale across the district was average to above average (i.e. 
moderate to moderately high). 
Table 4.15 
Level of Teacher Morale in District    
PTO Factor n M Level 
Rapport with Principal 131 3.11 Moderately high 
Satisfaction with Teaching 131 3.36 Moderately high 
Rapport with Teachers 131 3.20 Moderately high 
Teacher Salary 131 2.33 Moderate  
Teacher Load 131 2.77 Moderate 
Curricular Issues 131 2.49 Moderate 
Teacher Status 131 2.68 Moderate 
Community Support  128 2.41 Moderate 
School Facilities 131 2.49 Moderate 
Community Pressures 126 2.98 Moderately high 
PTO total 131 2.93 Moderately high 
Table 4.165 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 1. The results summarized in Table 4.15 indicate that teachers’ 
perceptions of total morale were moderate with a mean factor score of 2.80. Individual 
PTO factor means varied from moderate to moderately high. Six out of ten factors fell in 
the moderate level. The factors that fell in the moderately high range were satisfaction 
with teaching, and rapport with teachers. The lowest factor mean was in the moderately 
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low range, suggesting that teachers’ perceptions of facilities and services were below 
average (i.e. moderately low).  
Table 4.16 
Level of Teacher Morale in Elementary School 1 
PTO Factor n M Level 
Rapport with Principal 17 2.74 Moderate 
Satisfaction with Teaching 17 3.38 Moderately high 
Rapport with Teachers 17 3.04 Moderately high 
Teacher Salary 17 2.49 Moderate 
Teacher Load 17 2.77 Moderate 
Curricular Issues 17 2.36 Moderate 
Teacher Status 17 2.64 Moderate 
Community Support  16 2.24 Moderate 
School Facilities 17 2.04 Moderately low 
Community Pressures 16 2.85 Moderately high 
PTO total 17 2.80 Moderate 
Table 4.17 shows the PTO teachers’ perceptions of total and factor morale for 
ES2. The results summarized in Table 4.17 indicate that teachers’ perceptions of total 
morale were moderate with a mean factor score of 2.79. Individual PTO factor means 
varied from moderate to moderately high. Six out of ten factors fell in the moderate level. 
The factors that fell in the moderately high range were rapport with principal, satisfaction 
with teaching, and rapport with teachers. The lowest factor mean was in the moderately 
low range, suggesting that teachers’ perceptions of community support were below 
average (i.e. moderately low). 
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Table 4.17 
Level of Teacher Morale in Elementary School 2 
PTO Factor n M Level 
Rapport with Principal 10 2.89 Moderately high 
Satisfaction with Teaching 10 3.13 Moderately high 
Rapport with Teachers 10 3.15 Moderately high 
Teacher Salary 10 2.53 Moderate  
Teacher Load 10 2.76 Moderate 
Curricular Issues 10 2.46 Moderate 
Teacher Status 10 2.55 Moderate 
Community Support  9 2.16 Moderately low 
School Facilities 10 2.22 Moderate 
Community Pressures 9 2.80 Moderate 
PTO total 10 2.79 Moderate 
 
Table 4.18 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 3. The results summarized in Table 4.18 indicate that teachers’ 
perceptions of total morale were moderately high with a mean factor score of 2.98. 
Individual PTO factor means varied from moderate to moderately high. Five out of ten 
factors fell in the moderate level. The factors that fell in the moderately high range were 
satisfaction with teaching, and rapport with teachers. The lowest factor mean was in the 
moderately low range, suggesting that teachers perceptions of facilities and services were 
below average (i.e. moderately low). 
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Table 4.18 
Level of Teacher Morale in Elementary School 3 
PTO Factor n M Level 
Rapport with Principal 18 3.46 High 
Satisfaction with Teaching 18 3.33 Moderately high 
Rapport with Teachers 18 3.25 Moderately high 
Teacher Salary 18 2.21 Moderate  
Teacher Load 18 2.72 Moderate 
Curricular Issues 18 2.21 Moderate 
Teacher Status 18 2.78 Moderate 
Community Support  18 2.61 Moderate 
School Facilities 18 2.17 Moderately low 
Community Pressures 18 2.90 Moderately high 
PTO total 18 2.98 Moderately high 
 
Table 4.19 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 4. The results summarized in Table 4.19 indicate that teachers’ 
perceptions of total morale were moderately high with a mean factor score of 2.90. 
Individual PTO factor means varied from moderate to high. Six out of ten factors fell in 
the moderate level. The factor that fell in the high range was satisfaction with teaching. 
There were no low factor ranges, suggesting that teachers’ perceptions of all other factors 
were average to above average (i.e. moderate to moderately high). 
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Table 4.19 
Level of Teacher Morale in Elementary School 4 
PTO Factor n M Level 
Rapport with Principal 20 3.03 Moderately high 
Satisfaction with Teaching 20 3.42 High 
Rapport with Teachers 20 3.20 Moderately high 
Teacher Salary 20 2.43 Moderate  
Teacher Load 20 2.58 Moderate 
Curricular Issues 20 2.42 Moderate 
Teacher Status 20 2.61 Moderate 
Community Support  19 2.25 Moderate 
School Facilities 20 2.71 Moderate 
Community Pressures 19 2.92 Moderately high 
PTO total 20 2.90 Moderately high 
 
Table 4.20 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 5. The results summarized in Table 4.20 indicate that teachers’ 
perceptions of total morale were moderately high with a mean factor score of 2.90. 
Individual PTO factor means varied from moderate low to high morale. Four out of ten 
factors fell in the moderate level. The factor that fell in the high range was satisfaction 
with teaching. The lowest factor mean was in the moderately low range, suggesting that 
teachers perceptions of community support, and facilities and services were below 
average (i.e. moderately low). 
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Table 4.20 
Level of Teacher Morale in Elementary School 5 
PTO Factor n M Level 
Rapport with Principal 13 3.23 Moderately high 
Satisfaction with Teaching 13 3.49 High 
Rapport with Teachers 13 2.87 Moderately high 
Teacher Salary 13 2.27 Moderate  
Teacher Load 13 2.73 Moderate 
Curricular Issues 13 2.48 Moderate 
Teacher Status 13 2.55 Moderate 
Community Support  13 2.18 Moderately low 
School Facilities 13 2.17 Moderately low 
Community Pressures 13 2.97 Moderately high 
PTO total 13 2.90 Moderately high 
 
Table 4.21 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 6. The results summarized in Table 4.21 indicate that teachers’ 
perceptions of total morale were moderate with a mean factor score of 2.65. Individual 
PTO factor means varied from moderately low to moderately high. Four out of ten factors 
fell in the moderate level. The factors that fell in the moderately high range were 
satisfaction with teaching, and rapport with teachers. The lowest factor mean was in the 
moderately low range, suggesting that teachers perceptions of teacher salary, community 
support, and facilities and services were below average (i.e. moderately low). 
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Table 4.21 
Level of Teacher Morale in Elementary School 6 
PTO Factor n Mean Level 
Rapport with Principal 18 2.66 Moderate 
Satisfaction with Teaching 18 3.33 Moderately high 
Rapport with Teachers 18 2.87 Moderately high 
Teacher Salary 18 1.98 Moderately low 
Teacher Load 18 2.44 Moderate 
Curricular Issues 18 2.21 Moderate 
Teacher Status 18 2.31 Moderate 
Community Support  18 1.99 Moderately low 
School Facilities 18 1.99 Moderately low 
Community Pressures 18 2.88 Moderately high 
PTO total 18 2.65 Moderate 
 
Table 4.22 shows the PTO teachers’ perceptions of total and factor morale for 
ES7. The results summarized in Table 4.22 indicate that teachers’ perceptions of total 
morale were moderately high with a mean factor score of 3.32. Individual PTO factor 
means varied from moderately high to high morale. One (i.e. teacher salary) out of ten 
factors fell in the moderate level. The factors that fell in the high range were rapport with 
principal, rapport with teachers, and school facilities and services. There were no below 
average factors identified by teachers in ES7. 
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Table 4.22 
Level of Teacher Morale in Elementary School 7 
PTO Factor n Mean Level 
Rapport with Principal 28 3.65 High 
Satisfaction with Teaching 28 3.35 Moderately high 
Rapport with Teachers 28 3.60 High 
Teacher Salary 28 2.49 Moderate  
Teacher Load 28 3.26 Moderately high 
Curricular Issues 28 2.98 Moderately high 
Teacher Status 28 3.10 Moderately high 
Community Support  28 2.92 Moderately high 
School Facilities 28 3.56 High 
Community Pressures 26 3.37 Moderately high 
PTO total 28 3.32 Moderately high 
 
Table 4.23 shows the PTO teachers’ perceptions of total and factor morale for 
elementary school 8. The results summarized in Table 4.23 indicate that teachers’ 
perceptions of total morale were moderate with a mean factor score of 2.70. Individual 
PTO factor means varied from moderately low to moderately high. Six out of ten factors 
fell in the moderate level. The factor that fell in the high range was satisfaction with 
teaching while rapport with teachers fell in the moderately high range. The lowest factor 
mean was in the moderately low range, suggesting that teachers perceptions of teacher 
salary, and facilities and services were below average (i.e. moderately low). 
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Table 4.23 
Level of Teacher Morale in Elementary School 8 
PTO Factor n M Level 
Rapport with Principal 7 2.34 Moderate 
Satisfaction with Teaching 7 3.44 High 
Rapport with Teachers 7 3.30 Moderately high 
Teacher Salary 7 2.08 Moderately low 
Teacher Load 7 2.48 Moderate 
Curricular Issues 7 2.49 Moderate 
Teacher Status 7 2.43 Moderate 
Community Support  7 2.43 Moderate 
School Facilities 7 1.89 Moderately low 
Community Pressures 7 2.66 Moderate 
PTO total 7 2.70 Moderate 
Summary of findings for Research Question 2.  As shown in Table 4.14, the 
PTO teachers’ perceptions of overall district morale were moderately high with a mean 
factor score of 2.93. This morale total encompassed the PTO total morale results of all 
eight participating schools. 
Tables 4.16 through 4.23 showed each participating elementary school’s PTO 
total and mean factor results. Based on the guidelines developed by Wangdi (2008), the 
moderate range was 2.21–2.81 and the moderately high range was 2.81–3.40. ES6 
showed the lowest PTO total mean of 2.65 which was considered moderate while ES7 
showed the highest PTO total mean of 3.32 which was considered moderately high. 
The other remaining six elementary schools fell between these PTO total factors 
range. In addition to the PTO total factor mean score, the analyses of data revealed that 
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individual PTO factor results varied as well as shared some commonalities. In particular, 
satisfaction with teaching, rapport with teachers and rapport with the principal were 
primarily the factors that showed moderately high to high results. Factors that teachers’ 
perceived as moderately low were teacher salary, school facilities and services and 
community support. 
Negative (i.e. moderately low) teacher salary perceptions were shown in ES6 and 
ES8. Moderately low results in school facilities and services were found in ES1, ES3, 
ES5, ES6, and ES8. Moreover, ES2 displayed a mean factor score two points above the 
moderately low factor range. Several teachers indicated perception of moderately low 
support from the community. These schools included ES2, ES5, and ES6.  
Finally, prekindergarten to sixth-grade teachers in six of the eight elementary 
schools (i.e. ES1, ES3, ES4, ES5, ES6, and ES7) reported perceptions of moderately high 
community pressures in the district and their respective schools, suggesting that 
community pressure had a negative influence on teacher morale. Community pressures 
refer to teachers’ expectations to participate in community-based activities and the ability 
of teachers to freely discuss issues of concern inside and outside the school (Randolph-
Robinson, 2007). 
Research Question 3.  Was there a significant difference in the school climate 
and morale of teachers in some schools compared to others, based on overall and sub 
factor data? To answer this research question, Kruskal-Wallis nonparametric ANOVAs 
statistics were calculated for the OHI-E and the PTO comparing school to school data. 
Based on the results, significant (p < .01) planned comparisons using (χ2) analyses were 
calculated for the OHI-E total standard score, OHI-E sub factor scores, PTO overall mean 
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score, and PTO factor scores. 
Part A: OHI-E Kruskal-Wallis and planned comparisons. The Kruskal Wallis 
was used in the study to determine whether statistically significant differences occurred 
in school climate overall scores. Follow up planned comparisons using χ2 analyses were 
used to determine in which schools - school climate scores differed. Since significant 
differences were reported in the overall school climate health index and five out of five 
sub factors, planned comparisons analyses were conducted. The results were explained in 
both narrative format and presented in the accompanying charts.    
Table 4.24 showed the Kruskal-Wallis nonparametric ANOVAs representative of 
five sub factors on the OHI-E and the overall OHI-E school climate health index. Each of 
the  sub factor results and the overall school health index were statistically significant at 
the .01 level and beyond  indicating there were sub factor and overall school climate 
health differences between schools on the total OHI-E and on each sub factor.   
Planned comparisons using χ2 analyses were then conducted for each of the five 
sub factors and the overall score across the schools.  These results reflected only school 
comparisons that were significantly different. The results of the planned comparisons 
analyses are found in Tables 4.25 through 4.30. 
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Table 4.24  
Kruskal-Wallis Overall District Results for OHI-E 
Factors H p 
Institutional Integrity 39.94 .000** 
Collegial Leadership 47.04 .000** 
Resource Influence 32.66 .000** 
Teacher Affiliation 49.15 .000** 
Academic Emphasis 34.55 .000** 
Health Index 50.13 .000** 
**p < .01 or better    
Table 4.25 is a comparison of significant school mean results for OHI-E total 
standard scores. ES7 showed significantly higher mean results than ES1, ES2, ES5, and 
ES6: ES1 (MD [mean difference] = −178.00), ES2 (MD = −155.68), ES5 (MD = 
−169.87), and the greatest mean difference was between ES6 (MD = −268.85) at the .01 
level. 
Table 4.25  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Total Standard 
Scores   
School 1 School 2 Mean Difference (MD) 
ES1 ES7 −178.00** 
ES2 ES7 −155.68** 
ES3 ES6   156.97** 
ES5 ES7 −169.87** 
ES6 ES7 −268.85** 
**p < .01 or better 
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Table 4.26 shows statistically significant (p < .01) mean differences between 
schools in the district for OHI-E institutional integrity scores. These results indicated that 
elementary school teachers’ perceptions of the community’s influence, community and 
parent demands, and the integrity of the educational program differed. ES7 once again 
produced statistically significant higher differences between three out of the eight 
schools, with the largest mean difference between ES4 (MD = −218.77). 
Table 4.26  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Institutional 
Integrity Standard Scores   
School 1 School 2 Mean Difference (MD) 
ES2 ES7 −191.89** 
ES3 ES7 −218.77** 
ES4 ES7 −197.02** 
**p < .01 or better 
Table 4.27 represents significant planned comparisons using χ2 analyses for OHI-
E collegial leadership standard scores. These analyses showed the mean differences of 
three significant pairs of schools and it was evident that ES7 showed significantly higher 
mean results than ES1and ES6 at the .01 level. Additionally, ES3 showed higher mean 
results than ES1 and ES6. Therefore, teachers’ perceptions of their principal’s behavior in 
these schools varied considerably (i.e. open, friendly and supportive) were different 
between ES1 and ES3 (MD = −224.21), ES7 and ES6 (MD= −291.12).  
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Table 4.27  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Collegial Leadership 
Standard Scores   
School 1 School 2 Mean Difference (MD) 
ES1 ES3 −224.21** 
ES1 ES7 −240.74** 
ES3 ES6   274.59** 
ES6 ES7 −291.12** 
**p < .01 or better 
Table 4.28 showed statistically significant differences (p <.01) OHI-E resource 
influence scores. The results indicated that differences in the teachers’ perceptions of the 
principal’s ability to obtain resources (instructional supplies and materials) were found in 
three significant planned comparisons analyses. While the perceptions of teachers in ES6 
were much lower than ES7 (MD = −298.06), ES6 showed a statistically significant 
difference in the means when compared to ES2. 
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Table 4.28  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Resource Influence 
Standard Scores   
School 1 School 2 Mean Difference (MD) 
ES1 ES7 −219.53** 
ES2 ES6   219.65** 
ES6 ES7 −298.06** 
**p < .01 or better 
Table 4.29 showed statistically significant OHI-E teacher affiliation standard 
scores at the .01 level. The results indicated that many differences were found in 
teachers’ perceptions of connectedness to the school, their commitment and school 
enthusiasm. ES7 showed higher means than each of the three schools with the greatest 
mean difference between ES7 and ES6 (M= −329.75), and ES7 and ES5 (M= −300.68). 
The least difference was between ES7 and ES2 (M= −155.61), but all these comparisons 
were significant. 
106 
Table 4.29  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Teacher Affiliation 
Standard Scores   
School 1 School 2 Mean Difference (MD) 
ES1 ES7 −208.51** 
ES2 ES6 174.14** 
ES2 ES7 −155.61** 
ES3 ES6   207.33** 
ES5 ES7 −300.68** 
ES6 ES7 −329.75** 
**p < .01 or better 
Table 4.30 shows statistically significant differences (p < .01) for OHI-E 
academic emphasis standard scores. The results indicated teachers’ perceptions of 
emphasis on student achievement, as well as a standard of high expectations by teachers 
and colleagues. The planned comparisons results showed that three of the seven 
comparisons were between ES7, ES2, ES5 and ES6: (ES2 (MD = −247.38), ES5 (MD = 
−190.29, and ES6 (MD = −295.71). In fact, ES7 showed high mean results than each of 
the three schools compared. 
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Table 4.30  
Significant (p < .01) Planned Comparisons (χ2) Analyses for OHI-E Academic Emphasis 
Standard Scores  
School 1 School 2 Mean Difference (MD) 
ES2 ES7 −247.38** 
ES5 ES7 −190.29** 
ES6 ES7 −295.71** 
**p < .01 or better   
Summary of findings for Part A Research Question 3. The Kruskal-Wallis 
nonparametric ANOVAs demonstrated that differences occurred between elementary 
schools based on the overall health index and each of the five sub factors. As a result of 
this data, planned comparisons using χ2 analyses were conducted and showed that the 
mean for ES7 exceeded the means of other elementary schools in the district for OHI-E 
total standard scores and each pair of OHI-E sub factor scores. 
Part B: PTO Kruskal-Wallis and planned comparisons. Table 4.31 show the 
χ2 for 10 factors on the PTO and the χ2 for the overall PTO score. Six of the factors and 
the overall χ2 were significant at the .01 level and beyond. Two sub factors were 
significant at the .05 level, and one factor was approaching significance. This indicated 
there were differences between schools on the overall PTO and 9 out of 10 factors. 
Satisfaction with teaching was the only factor that did not show statistically significant 
differences. Planned comparisons using χ2 analyses were then conducted for each of the 
nine sub factors and the overall score across the schools. These results reflected only 
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school comparisons that were significantly different. The results of the planned 
comparisons analyses are found in Tables 4.32 through 4.39. 
Table 4.31  
Kruskal Wallis Overall District Results for PTO 
Factors H p 
Rapport with Principal 52.94 .000** 
Satisfaction with Teaching 8.29 .308      
Rapport among Teachers 36.57 .000** 
Teacher Salary 14.47 .043       
Teacher Load 30.76 .000** 
Curriculum Issues 20.47 .005*    
Teacher Status 26.18 .000** 
Community Support 29.11 .000** 
School Facilities and Services 59.73 .000** 
Community Pressures 19.21 .008*    
PTO total 47.93 .000** 
**p < .01or better; *p < .05 or better 
Table 4.32 shows statistically significant planned comparisons at the .01 level for 
PTO total standard scores. The results indicated that ES7 showed significant higher mean 
differences compared to two schools: ES5 (MD [mean difference] = −41.76) and ES6 
(MD = −67.00). 
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Table 4.32  
Significant (p < .01) Planned Comparisons (χ2) Analyses for PTO Total Standard Scores 
School 1 School 2 Mean Difference (MD) 
ES5 ES7 −41.76** 
ES6 ES7 −67.00** 
**p < .01 or better 
Table 4.33 shows statistically significant (p < .01) planned comparisons for 
rapport with principal means. The results indicated teachers’ perceptions of their 
professional and personal relationship with the principal; as well as their level of 
communication with the principal.  
These results showed the greatest difference between ES7 and ES6 (MD = 
−19.79) with ES7 showing higher mean differences to ES6 and ES8. 
Table 4.33  
Planned Comparisons (χ2) Analyses for Rapport with Principal Means   
School 1 School 2 Mean Difference (MD) 
ES3 ES6  15.94** 
ES6 ES7 −19.79** 
ES7 ES8    8.36** 
**p < .01 or better 
Table 4.34 shows statistically significant (p < .01) differences between schools for 
PTO rapport amongst teachers. The results indicated teachers’ perceptions of their 
relationship with colleagues related to trust, competency of peers, cooperation and 
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collaboration, ethics, influence, and interests. The planned comparisons results showed 
that ES7 showed higher mean results than ES5 and ES6.  
Table 4.34  
Planned Comparisons (χ2) Analyses for PTO Rapport among Teachers Means 
School 1 School 2 Mean Difference (MD) 
ES5 ES7 −10.24** 
ES6 ES7 −10.17** 
**p < .01 or better 
Table 4.35 shows statistically significant (p < .01) differences between schools for 
PTO teacher load scores. The results indicated teachers’ perceptions of administrative 
tasks (i.e. record keeping, clerical work, community and district demands, and 
extracurricular expectations). The planned comparisons results showed that differences 
occurred in only three of the eight schools. ES7 showed significantly higher mean results 
when compared to ES4 and ES6 with the greatest mean difference between ES7 and ES6 
(MD = −9.00). 
Table 4.35  
Planned Comparisons (χ2) Analyses for PTO Teacher Load Means   
School 1 School 2 Mean Difference (MD) 
ES4 ES7 −7.54** 
ES6 ES7 −9.00** 
**p < .01 or better 
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Table 4.36 shows statistically significant (p < .01) differences between schools for 
PTO curriculum issues scores. The results indicated that teachers’ perceptions of 
feedback on curriculum concerns that addressed individual student needs were taken into 
consideration. The planned comparisons results showed three of eight schools (ES3, ES6, 
and ES7) demonstrated significant differences. These differences were equal in both pairs 
of comparisons (MD = −3.84) with ES7 compared to the other two schools.   
Table 4.36  
Planned Comparisons (χ2) Analyses for PTO Curriculum Issues Means 
School 1 School 2 Mean Difference (MD) 
ES3 ES7 −3.84** 
ES6 ES7 −3.84** 
**p < .01 or better 
Table 4.37 shows statistically significant (p < .01) differences for PTO teacher 
status scores. The results indicated teachers’ perceptions of their value to the community 
and the extent to which teacher status impacted job security and benefits. The planned 
comparisons results showed that only two of eight schools showed differences: ES6 and 
ES7 (MD = −6.32).  
Table 4.37  
Planned Comparisons (χ2) Analyses for PTO Teacher Status Means 
School 1 School 2 Mean Difference (MD) 
ES6 ES7 −6.32** 
**p < .01or better 
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Table 4.38 shows statistically significant differences (p < .01) for PTO 
community support scores. The results indicated teachers’ perceptions of community 
support of education addressed the extent to which the community supports the school’s 
programs, initiatives and vision. The results of the planned comparisons results showed 
that two of eight schools showed differences: ES6 and ES7 (MD = −4.66). 
Table 4.38  
Planned Comparisons (χ2) Analyses for PTO Community Support Means 
School 1 School 2 Mean Difference (MD) 
ES6 ES7 −4.66** 
**p < .01 or better 
Table 4.39 shows statistically significant (p < .01) differences for PTO school 
facilities and services scores. The results indicated teachers’ perceptions of school 
facilities and services based on procedures, materials, supplies and equipment, and 
appropriateness of facilities. The planned comparisons results showed that differences 
occurred in all of the schools with the greatest difference between ES7 and ES8 
(MD = 8.36). 
Table 4.39  
Planned Comparisons (χ2) Analyses for PTO School Facilities and Services Means 
School 1 School 2 Mean Difference (MD) 
ES1 ES7 −7.61** 
ES2 ES7 −6.69** 
ES3 ES7 −6.95** 
ES4 ES6   3.61** 
ES5 ES7 −6.94** 
ES6 ES7 −7.84*8 
ES7 ES8   8.36** 
**p < .01 or better 
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Summary of findings for Part B Research Question 3. The Kruskal-Wallis 
nonparametric ANOVAs demonstrated that differences occurred between elementary 
schools based on overall district morale results and eight of the ten factors on the PTO. 
As a result of this data, planned comparisons using χ2 analyses were conducted and 
showed that the mean for ES7 exceeded the means of other elementary schools in the 
district for PTO total standard scores and each pair of morale factor scores.  
Despite ES7’s positive mean results, a few other elementary schools showed high 
significant mean differences on certain factors. In particular, ES3 mean results were 
significantly higher than ES6 for rapport with principal. ES3 means were higher than ES7 
for curriculum issues and ES4 mean results were significantly higher than ES6 for PTO 
school facilities and services. Overall, ES7 showed the greatest positive morale results.  
Research Question 4. What is the relationship between school climate and 
teacher morale in the sample? This question was addressed by calculating a Pearson 
Product Moment Correlations (Pearson’s r) to determine whether a statistically 
significant relationship existed between the organizational health inventory for 
elementary schools and the PTO based on overall and sub factor data.  
Table 4.40 showed a comprehensive analysis of the relationship between the 
overall health index on the OHI-E and the overall morale score on the PTO. The table 
also showed the relationship between OHI-E sub factors to the overall morale score on 
the PTO, the relationship between PTO sub factors to the overall health index on the 
OHI-E, and the relationship between OHI-E sub factors and PTO factors.  
Based on the data, five essential findings were determined. Finding 1: the overall 
school climate health index on the OHI-E showed a statistically significant relationship to 
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the overall morale score on the PTO. The Pearson’s r overall results (r = .19) were 
considered a weak; therefore, the relationship between the two survey instruments when 
comparing the overall sub factors on the OHI-E to the overall factors on the PTO were 
considered weak correlations.  Finding 2: only one sub factor on the OHI-E showed a 
statistically significant relationship to the overall morale score on the PTO. This sub 
factor was collegial leadership (r = .26). Collegial leadership referred to teachers’ 
perceptions of their principal’s leadership practices and expectations of high 
performance. Finding 3: eight of ten morale factors on the PTO were related to the 
overall school climate health index on the OHI-E.  
Three of eight morale factors showed statistically significant relationships to the 
overall health index at the .01 level. These factors were school facilities and services 
(r = .35), community pressures (r = .24), and teacher workload (r = .23). School 
facilities and services referred to procedures, materials, supplies and equipment, and 
appropriateness of facilities. Community pressures referred to the alignment of the 
community’s expectations to the teachers’ expectations, and teacher workload referred to 
community and district demands, record-keeping, clerical work, and extracurricular 
expectations.  
The remaining five of eight PTO factors that showed statistical significance at the 
.05 level were rapport with the principal (r = .21), rapport with teachers (r = .18), 
curriculum issues (r = .22), teacher status (r = .18) and community support (r = .20). 
Rapport with teachers referred to the teachers’ perceived trust in competency of his/her 
fellow colleagues, level of cooperation, collaboration, ethics, influence and interests. 
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Curriculum issues referred to feedback from teachers on curriculum concerns that address 
individual student needs.  
Teacher status is the teachers’ perceptions of job security, benefits, and the extent 
to which they were valued in the community. Lastly, community support referred to the 
extent the community supported the school’s programs, initiatives and vision. Finding 4: 
specific factors on the PTO were associated with specific sub factors on the OHI-E at the 
.05 level. In particular, rapport with principal on the PTO was correlated with resource 
influence and teacher affiliation on the OHI-E, as well as teacher workload on the PTO 
was correlated to three of five (collegial leadership, teacher affiliation, and academic 
emphasis) sub factors on the OHI-E.  Finding 5:  two factors on the PTO showed no 
relationship to sub factors and showed no relationship to the overall school climate health 
index on the OHI-E. These factors were satisfaction with teaching (level of job 
satisfaction, morale, success with teaching, personal competency, and self-efficacy) and 
teacher salary (fairness in salary in comparison to other districts, policies).  
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Table 4.40  
Correlations between OHI-E and PTO 
PTO Institutional 
Integrity 
Collegial 
Leadership 
Resource 
Influence 
Teacher 
Affiliation 
Academic 
Emphasis 
Health 
Index 
Rapport with 
Principal 
.03    .31** .18*  .18*  .12   .21*  
Satisfaction with 
Teaching 
−.13    −.03     −.06      −.12      −.05      −.10    
  
Rapport among 
Teachers 
.02    .26** .08   .23** .13   .18*  
Teacher Salary −.06    .04   .02   .06   .12   .05   
Teacher Load .15    .21*  .16   .21*  .19*  .23** 
Curriculum Issues .21* .18*  .13   .19*  .17   .22*  
Teacher Status .11   .26** .12   .12   .14   .18*  
Community Support −.01    .27** .16   .16   .18*  .20*  
School Facilities 
and Services 
.19* .34** .31** .29** .24** .35** 
Community 
Pressures 
.26** .17   .20*  .14   .18   .24** 
PTO total .04    .26** .14   .16   .15   .19*  
* Significant at the p < .05 level;** Significant at the p < .01 level 
Summary of findings for Research Question 4. To answer question four related 
to the relationship between school climate and teacher morale, a Pearson Product 
Moment Correlation Coefficients (Pearson’s r) was used to calculate and determine 
several relationships.  Table 4.40 showed a comprehensive analysis of the relationship 
between the overall health index on the OHI-E and the overall morale score on the PTO.  
It was determined that a weak relationship existed (r = .19, p < .05). The table also 
117 
showed the relationship between OHI-E sub factors to the overall morale score on the 
PTO. The data showed collegial leadership was the only OHI-E sub factor that correlated 
with the overall PTO score (r = .26) suggesting a principal’s leadership practices and 
expectations of high performance had a perceived relationship to teacher morale. The 
results also showed that a relationship between PTO factors to the overall health index on 
the OHI-E existed at the .05 and .01 levels. The PTO factors associated with the overall 
health index at the .01 level were teacher load (r = .23), school facilities and services 
(r = .35), and community pressures (r = .24). Next, a relationship between OHI-E sub 
factors and PTO factors were prevalent, especially school facilities and resources which 
were associated to all sub factors on the OHI-E. Finally, the rapport with principal was 
significant with resource influence and teacher affiliation on the OHI-E.  Lastly, teacher 
workload was significant on three of five OHI-E sub factors, and curriculum issues were 
associated with collegial leadership and teacher affiliation. Only 2 of 10 morale factors 
showed no correlations on both OHI-E sub factors and the overall school climate health 
index. These factors were satisfaction with teaching and teacher salary.   
Chapter Summary 
Chapter four was a culmination of statistical procedures used to answer four 
research questions outlined in the study. The inferential statistics used in the study 
included t- tests, Kruskal-Wallis ANOVAs comparing school to school data, significant 
planned comparisons (χ2) analyses, and Pearson’s r analyses.  
118 
 
Chapter 5: Discussion 
Introduction 
This chapter provides an introduction, essential research questions, discussion of 
the findings and implications of findings. The limitations, delimitations, 
recommendations, and conclusions are also presented.  
The purpose of this study was to assess the school climate and teacher morale of 
elementary schools in the district, to identify specific sub factors on the OHI-E that 
affected school climate, to identify specific factors that affected teacher morale, compare 
the findings of the OHI-E for elementary schools to the PTO survey instrument across 
schools, and to examine the relationship between school climate and teacher morale.  
Two survey instruments were administered to gather elementary teachers’ 
perceptions: Hoy’s (1990) OHI-E and Bentley and Rempel’s (1980) PTO. The OHI-E 
consisted of 37 items that measured five sub factors of school climate: institutional 
integrity, collegial leadership, resource influence, teacher affiliation, and academic 
emphasis (See Chapter 3.). The PTO consisted of 100 items that measured 10 factors of 
morale: rapport with principal, satisfaction with teaching, rapport among teachers, 
teacher salary, teacher load, curriculum issues, teacher status, community support, school 
facilities and services, and community pressures (See Chapter 3.).  
Eight of the eleven elementary schools in the district participated in the study. The 
objectives of the study were met and the overall response rates for each survey were very 
good. One hundred twenty-seven teachers responded to the OHI-E, yielding a 67% 
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response rate. One hundred thirty-one teachers responded to the PTO, yielding a 69% 
response rate.  
Essential Research Questions 
The quantitative research study was guided by four essential questions: 
1. (a) What was the school climate of elementary schools in the district, as 
perceived by prekindergarten to sixth-grade classroom teachers who completed the  
OHI-E? (b) Were there sub factors of school climate that were significantly higher or 
lower than others based on the OHI-E? 
2. What was the morale of teachers in the district as perceived by 
prekindergarten to sixth-grade classroom teachers who completed the PTO? 
3. Was there a significant difference in the school climate and morale of 
teachers in some schools compared to others, based on overall, sub factor data on the 
OHI-E and factor data on the PTO? 
4. What was the relationship between school climate and teacher morale in the 
sample? 
Discussion of the Findings 
Descriptive statistics were used to describe student, teacher, and district 
demographic data. Inferential data analyses were used to examine the statistical 
significance of the survey data. A variety of procedures were calculated: t tests, Kruskal-
Wallis ANOVAs, planned comparisons using χ2 analyses, and Pearson’s r analyses. All 
of the statistical analyses were calculated using the latest version of SPSS and the 
discussion of the findings were organized according to research question. 
Question 1, Part A and B.  (a)What is the school climate of elementary schools 
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in the district, as perceived by prekindergarten to sixth-grade classroom teachers who 
completed the organizational health inventory for elementary schools? (b) Were there 
sub factors of school climate that were significantly higher or lower than others based on 
the organizational health inventory for elementary schools? 
To answer this two-part question, one sample t tests and paired-sample t tests (i.e. 
a repeated-sample t test) were used to analyze overall school climate (i.e. organizational 
health) for the district’s elementary schools and then to analyze school climate in each of 
the eight participating elementary schools.  
Specifically, Part A of Question 1 used one-sample t tests to determine the overall 
school climate index and standard scores results for each sub factor on the OHI-E for the 
district and each elementary school (i.e. ES1–ES8). This data was then compared to the 
normative sample.  
The overall climate scores of elementary schools in the district were not significantly 
different from the normative data and thereby could be considered to reflect “average” 
health. However, these results (t =.05, df = 128, p < .959) were misleading and the school 
climate (i.e. health index) of elementary schools in the district could not be analyzed in 
terms of an overall health index, but rather in terms of sub factor results. 
For Research Question 1, determining the overall health of elementary schools in 
the district based on comparisons to the normative sample was inconclusive. These 
inconclusive results were a result of inconsistent sub factor scores. In many cases, some 
sub factors showed above-average scores while others showed below-average scores. The 
above-average sub factors were collegial leadership and teacher affiliation.  
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The data implied that teachers perceived their principals as demonstrating 
effective interpersonal skills and leadership skills focused on the mission and vision of 
the school. Prekindergarten to sixth-grade teachers felt their principals were fair, friendly 
and, supportive. They also believed their principals held clear expectations for high 
performance. Leadership was considered one of the essential factors of an effective 
school and high quality educational experience (Leithwood and Riehl, 2003). 
Furthermore, teacher affiliation was a positive sub factor identified by these 
elementary teachers. The majority of prekindergarten to sixth-grade classroom teachers 
perceived themselves to be committed members in their workplace. They felt a level of 
enthusiasm and connectedness to students, administration, and staff. 
These trends were particularly interesting given the fact that overall teachers in 
the district had a negative perception about academic emphasis and resource influence in 
the district. Thus, while teachers respected and thought positively about leadership in the 
schools, they did not feel principals were supported by their superiors (i.e. district and 
school board), nor did they feel their principal had the ability to obtain resources to 
address the needs of the student population within the district.  
As stated in Chapter 1, this urban school district was considered a high-needs 
district and identified as a district in need of improvement as of summer 2011. These 
being the case, resources are a critical component of the educational program. Lack of 
resources not only affects the students, it hinders the efforts of teachers, who are expected 
to deliver quality instruction.  
In addition to their negative perceptions about resource obtainment, teachers 
collectively perceived a lack of commitment to academic achievement in their respective 
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buildings and in the district overall. This translated into teachers’ beliefs that students 
were not encouraged to work hard, be cooperative, respect others, and complete required 
assignments.  
Part B of Question 1 employed paired-sample t tests, which were used to compare the 
mean difference for significant pairs of sub factor variables on the OHI-E. 
The data analyses revealed that the findings discussed in Part A of this question 
were supported. Teachers perceived resource influence an academic emphasis to be the 
most challenging sub factors in the elementary schools and district overall while the other 
three sub factors (i.e. collegial leadership, teacher affiliation and institutional integrity) 
were positive attributes in the schools and district as compared to similar schools in the 
New Jersey study. 
Question 2.  What was the morale of teachers in the district as perceived by 
prekindergarten to sixth-grade classroom teachers who completed the PTO? To answer 
this research question, the mean score for each factor and the overall PTO mean score for 
the district and each participating elementary school were calculated. These results were 
analyzed based on a mean factor range (i.e. level) shown in Table 4.13 developed by 
Wangdi (2008) in his study on teacher morale.  
Based on the results of the data analyses, the findings indicated that overall 
district morale was moderately high (i.e. above average). These results were, however, 
misleading, as indicated in the district’s overall school climate data. The reasons these 
results were misleading were because individual factor levels on the survey instrument 
varied. These levels ranged from moderate (i.e. average) to moderately high indicating 
that teachers’ perceptions of rapport with principal, satisfaction with teaching, rapport 
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with teachers, teacher salary, teacher load, curricular issues, teacher status, community 
support, school facilities, and community pressures varied in terms of their influence on 
morale. 
Not only did individual factor levels and mean scores vary on the district level, 
they varied according to elementary school. Thus, five of eight elementary schools 
showed above average (i.e. moderately high) PTO total morale levels while three schools 
showed average (i.e. moderate) PTO total morale levels.  
Question 3.  Was there a significant difference in the school climate and morale 
of teachers in some schools compared to others, based on overall, sub factor and factor 
data? No, there were no significant differences of school climate and morale of teachers 
in some schools compared to others overall, except for ES6 and ES7. However, some 
differences were shown between individual sub factors on the OHI-E, and some factors 
on the PTO.  
To answer this research question, Kruskal Wallis nonparametric ANOVA 
statistics were calculated for the OHI-E and the PTO comparing school-to-school data. 
Based on the results, statistically significant (p < .01) planned comparisons using χ2 
analyses were calculated for the OHI-E total standard score, OHI-E sub factor scores, 
PTO overall mean scores, and PTO factor scores. 
School climate.  The measuring and evaluation of school climate was complex 
and multidimensional. Based on the data provided in Question 1 and the Kruskal Wallis 
nonparametric ANOVA tests, it was found that, based on the OHI-E, teachers’ perceived 
differences in school climate in some schools compared to others. As a result, planned 
comparisons analyses were conducted to identify the significant differences between 
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schools. 
While assessing the school climate of elementary schools in the district, it was 
evident that certain trends emerged across the schools. Five out of eight elementary 
schools showed positive, above-norm results for collegial leadership and teacher 
affiliation. However, three schools—primarily located on the south side of the district—
showed positive, above-average scores on collegial leadership, but below-average and 
average scores on teacher affiliation. This indicated that teachers in these schools did not 
feel committed, connected, or enthusiastic about their workplace. The question remained: 
Why was this so? 
Based on district demographic data, the south side consisted of neighborhoods 
with the greatest challenges in the community. The lower socioeconomic status of the 
community was evident in single-parent households, families supporting foster care, and 
displaced families. Parental involvement was little or none. Research supports the idea 
that parental involvement is necessary for schools to be effective partners in education 
(Epstein, 1987a). The crime rates and gang activity on the south side tended to be higher, 
even though crime rates in the district as a whole were relatively higher than surrounding 
areas.  
Additionally, there were larger percentages of special needs students and students 
designated at risk attending these elementary schools. According to New York State, at-
risk students are those students that perform at the lowest levels on the New York State 
English Language Arts and/or Mathematics exams given annually based on the students’ 
grade level. As a result, the students tended to display greater academic and social 
challenges. 
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Another trend that emerged was that teachers’ perceptions of institutional 
integrity compared to the norm were considered not significant. This suggested that 
teachers’ perceptions of the community’s pressure on elementary schools in the district 
were average in comparison to teachers’ surveys in the New Jersey study.  
These findings are particularly interesting because this midsized urban school 
district was comprised of community members and board members that have differed in 
their levels of support for the district. There was evidence of increased community 
pressure at board meetings to make various reform initiatives; however, disagreements 
around fiscal issues continued to divide district, school board, and community members 
at large. Because the district was in an austerity budget, district and individual school 
budgets had been reduced and many fiscal constraints had been placed on ordering 
specific items as well. 
Nonetheless, according to the teachers’ perceptions, the integrity of the school’s 
educational program was not bound to community influence and parental demands. One 
may ask: Should the community increase the level of pressure on schools in order to 
improve academic emphasis, or should the community support efforts to increase 
resources so that schools can better educate students? This question leads to the final 
interpretation of the data as they relate to resource influence and academic emphasis. 
A wealth of literature exists on the relationship between academic achievement 
and effective schools (Bolman & Deal, 2008; Houchard, 2005; Kouzes & Posner, 2002; 
2009; Rowland, 2008; Schlaffer, 2006; Stanley, 2003), and one component of an 
effective school is positive school climate (National School Climate Council, 2007). The 
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final interpretation of the data clearly supported the findings associated with resource 
influence and academic emphasis.  
Thus, four of the eight elementary schools showed below-average scores for 
resource influence. These results suggested that teachers working for specific principals 
did not feel the principal was able to support their efforts and acquire the resources 
needed to effectively do their jobs.  
However, teachers in the remaining six schools had a different view. Their 
perceptions were considered average and more optimistic in regards to the resources in 
their schools. The question was whether resources were equitably distributed throughout 
elementary schools in the district based on the needs of students or specific schools 
continued to acquire greater resources from their superiors. The question may also lie in 
whether teachers were properly utilizing and maximizing the available resources. 
Teacher morale.  Kruskal Wallis nonparametric ANOVA tests showed that 
statistically significant differences occurred within certain factors: rapport with principal, 
rapport among teachers, teacher load, curriculum issues, teacher status, community 
support, school facilities and services, and community pressures.  
The overall district results were statistically significant and suggested that 
teachers perceived many of these factors to be an issue in the district. Nine of ten factor 
on the PTO were significant. Satisfaction with teaching was considered not significant.  
Question 4.  What was the relationship between school climate and teacher 
morale in the sample? The research on school climate and teacher morale speaks to the 
interdependence between the two broad constructs. As such, working to improve the 
morale of teachers undoubtedly aids in the level of satisfaction felt by the teacher, and 
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improves the level of teacher productivity. Increased morale “plays an important role in 
creating and maintaining an environment that is conducive to learning” (DeBruyne, 2001, 
p. ii).   
To answer this question, a Pearson product moment correlation (Pearson’s r) was 
calculated to determine whether a statistically significant relationship existed between the 
OHI-E and the PTO based on overall sub factor data on the OHI-E and factor data on the 
PTO.  
Based on the data, a relationship existed between teachers’ overall perceptions on 
the OHI-E and PTO. This relationship was considered weak; however, the research 
supported the idea that organizational factors such as workplace conditions (i.e. school 
facilities and services, salary, and teacher load) influenced the morale of teachers and 
health of the organization (National Center for Educational Statistics, 1997). 
Implications for Practice  
A review of the research findings has significant implications for professional 
practice in the field of education. These implications and the feedback received from 
classroom teachers are particularly insightful for principals, district-level administrative 
staff, school boards, and community members that are committed to supporting children 
and teachers in urban school districts. 
The researcher anticipated this study would provide insight into the sub factors of 
school climate and factors of morale in eight elementary schools within one school 
district in the Lower Hudson Region of New York State. The study accomplished this 
task and affirmed current and previous research studies indicating that both measuring 
school climate and morale were critical starting points for principals and administrative 
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staff in determining the needs of schools in the district and making decisions on how to 
best support and allocate resources.  
Moreover, prekindergarten to sixth-grade teachers’ perceptions of school climate 
and morale in urban elementary schools showed the importance of listening to the voices 
of the teachers and using their perceptive experiences to provide recommendations for 
current reform initiatives and areas of future study. 
The literature is overwhelming clear that principals are the driving force behind 
an effective school; however, principals cannot maximize their effectiveness without the 
support of all adults involved in the lives of children. Urban principals do not work in 
silos, nor do the teachers that work in these settings. The challenges faced by these adults 
each and every day are insurmountable. They are multidimensional and require true 
collaborative partnerships. Although there is no one factor that works in isolation, 
specific factors have a greater influence on school climate and morale than others. In 
urban settings, personal, school-level factors, and community issues tend to yield 
interesting results and ultimately lead to different implications of practice.  
School climate. The research study utilized Hoy’s organizational health theory as 
a model, which identified five major sub factors of organizational health. The premise 
was that school climate would be determined according to the results. 
Based on Hoy’s research an overall health index would determine whether the 
organization (i.e. school) maintained a healthy school climate.  This study added to the 
body of literature by showing that overall district and school results could in fact yield 
not significant overall health indexes, and thus would not be considered viable measures 
of school climate. As a result, an overall determination of healthy versus unhealthy status 
129 
was reconsidered. The implications of these findings substantiated the complexity of 
measuring organizational health in challenging urban school districts, and leads future 
researchers to focus more closely on the individual sub factors, especially since overall 
results could be misleading.  
In relation to individual sub factors, the implications for practice are as follows: 
1. A major finding was that teachers maintained relatively positive morale in 
their respective elementary schools primarily due to positive relationships with their 
principals and colleagues. Teachers showed resilience despite the lack of community 
support and negative perceptions of school facilities and services.  
2. Teachers perceived their principal as having little or no influence to obtain 
needed resources. The literature overwhelming suggests that principals are to support 
teachers by providing these resources. Teachers’ lack of confidence in principals may 
negatively affect their profession relationship and ultimately the services provided to 
students in their classrooms. Teachers may lose trust and confidence in their leader.   
3. Teachers perceived their schools and the district overall as not being 
committed to academic emphasis. This was evident in significantly below-average results 
reported on the OHI-E. Research substantiates that student effort, student engagement, 
and parents as partners in education have a tremendous effect on student achievement. 
The implications of these findings point to the importance of communicating with parents 
and involving them in the educational process, so that students are more engaged and 
respectful. These relationships are particularly important given the social and academic 
challenges that students face in urban settings. 
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4. The researcher’s findings indicated that principals held positive relationships 
with their teachers and that the majority of teachers worked collaboratively with their 
peers. These are important relationships that are maintained under these conditions and 
have contributed to the organizational health of the elementary schools. These results 
speak to the importance of maintaining interpersonal relations, which have been 
documented by the National School Climate Council (2007).     
5. Although teachers’ perceptions in six of the eight elementary school fell 
within average (i.e. moderate) to above-average (i.e. moderately high) health, two schools 
displayed results that were significantly lower (ES6) and significantly higher (ES7). This 
implies that some schools may be perceived as ineffective (i.e. unhealthy) and others may 
be considered effective (i.e. healthy). Therefore, elementary schools with similar 
challenges as ES6 are in need of greater supports and intervention, while elementary 
schools similar to ES7 are in need of replication.   
Teacher morale. The research findings incorporated Bentley and Rempel’s 
(1980) morale conceptual framework as a model, which identified ten essential factors of 
teacher morale. This study confirmed Rempel and Bentley’s (1970) previous study on the 
relationship of selected morale factors. This study substantiated the need for researchers 
to look at the various components of morale and not only the total score. 
Therefore, the goal of incorporating the PTO was to use a tool that measured 
teachers’ perceptions of overall morale in the district and eight elementary schools. The 
researcher also wanted to identify the morale level of individual factors in order to 
prioritize areas of low morale. These goals were accomplished and showed some 
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interesting results discussed in the findings that led to the following implications for 
practice: 
1. The most significant finding is that teachers overall did not perceive morale 
to be extremely low as expressed by principals and teachers in the district. Based on the 
definition used to conduct the study, the teachers morale (i.e. level of enthusiasm for the 
workplace was primarily moderate (average) to moderately high overall. Additionally, 
teachers’ rapport with their principals showed the same trend. These findings were 
perceived by teachers across the majority of morale factors except for school facilities, 
community support and pressures and school salary.  
2. The researcher’s findings showed that the majority of teachers perceived 
school facilities and services to be moderately low. An essential foundation for any 
healthy learning environment is proper facilities and services (i.e. clean building, sound 
structure, equipment, and supplies). Moderately low results implied that teachers were 
dissatisfied with their facilities and services and therefore felt they did not have the 
necessary tools and facilities to promote a healthy learning environment.  
3.   Community support, or lack of it, has the ability to impact more than one 
area of morale and has a negative effect on the morale of teachers. Current studies 
emphasize the need to support schools. It is shown that schools that receive greater 
community support are more effective, and parents that take an active role support 
student learning (DeBruyne, 2001). Hence, three schools demonstrated moderately low 
community support, indicating that teachers did not feel the community was an integral 
part of the school environment, nor did they feel the community took a vested interest in 
its accomplishments and challenges. 
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4. Community pressure yielded moderately high results; however, these 
findings meant that the community placed a great deal of pressure on schools. The 
majority of elementary schools felt average to above-average pressure from the 
community. This implied that teachers were expected to participate in community 
initiatives inside and outside of the school. Increased pressure with a lack of community 
support may cause teachers to become stressed and burned out. The literature speaks to 
the detrimental effects that stress has on teachers and practioners in general.  However, 
research indicated that there are times when community pressure may serve as motivation 
enabling teachers to work at their fullest potential (Benjamin, 1987 as cited by DeBruyne, 
2001).  
5. Six of eight schools reported average morale levels related to teacher salary; 
however ES6 and ES8 reported moderately low results. The implications of these 
findings indicate that while teachers in six of the schools are not satisfied or dissatisfied 
with salary, teachers in the other two schools are relatively dissatisfied. According to 
Herzberg, Mausner, and Snyderman’s (1959) motivation theory, salary is a hygiene 
factor. Therefore, if absent, teachers become dissatisfied. The implications of these 
findings indicated that in order to motivate teachers in ES6 and ES8, one major 
consideration was to take a closer look at the effects of salary negotiations on teacher 
morale. 
Relationship between school climate and teacher morale. School climate has 
been heavy documented throughout the literature. The study of morale has been 
conducted in the review of literature, but not to the same extent. This is primarily due to 
researchers’ inability to clearly define and measure it. Very few studies have been 
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conducted looking at both constructs.  
In order to determine the relationship between both important constructs, 
correlational analyses were conducted.  The implications for practice related to two major 
observations of the research findings: 
1. The two research variables showed a weak correlation; therefore indicating 
that although research supports the use of both survey instruments independently, these 
instruments may not be the best measure when analyzed for their interdependence.  
2. The majority of morale factors correlated to overall organizational health, yet 
only one organizational health factor correlated to teacher morale. This implied that the 
health of elementary schools in the district had little impact on morale except for collegial 
leadership (i.e. teacher-principal relationship). This finding substantiates the importance 
of leadership in improving morale of teachers (Houchard, 2005; MacKenzie, 2007; 
Rowland, 2008). 
Limitations 
The overarching focus of this study was to bring awareness to the district that 
school climate and teacher morale were essential components of school improvement and 
that these aspects of the school context may not be as “healthy” as they should be in 
successful schools. These goals were the impetus for conducting the study and hearing 
from the teachers was one way of sharing their voice about this difficult but not 
impossible task.  
Interpreting the results of this study and drawing conclusions required us to 
consider the limitations of the research.  In particular, these results were based on 
elementary teachers working in a small, urban school district in the Lower Hudson 
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Region of New York City. Therefore, findings were germane to the particular community 
where the data was collected. Attempts to generalize should take into consideration the 
characteristics, history, and context of the community and district where the data were 
collected.  
Another limitation was that perceptions were obtained solely using quantitative 
data. In-depth qualitative methodologies (e.g. focus groups, case studies, or semi-
structured interviews) would have yielded causal relationships and a deeper 
understanding of differences across schools. 
Furthermore, the study only included elementary schools in the district. Limiting 
the study to this population of teachers omits the perceptions of middle school and high 
school teachers, who may have a different view of school climate and morale.  Finally, 
due to the researcher’s position as an elementary principal in the district, the study was 
anonymous, and specific demographic information was not coded to specific teacher 
responses.  
Another limitation was the number of refusals to participate and the pattern across 
schools.  In one school, ES7, 100% of the surveys distributed were returned.  In others, 
the rate of return was as low as 29% and 57%.  It was difficult to speculate on why the 
rate of participation by teachers in different schools ranged from 29% in one school to 
100% in two others, but when the focus was on school climate and teacher morale, low 
percentages of participation may have indicated reluctance on the part of some teachers 
to express their opinions. 
The larger number of surveys from ES7 meant smaller differences in mean scores 
between ES7 and other schools would be significant.  The school with the next largest 
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number of surveys returned was ES4, with 19 participating teachers.  However, despite 
the extraneous differences noted above that may have had an impact on the data from 
ES7; the positive results of the data from ES7 were likely a reflection of the positive 
views of teachers about the school environment.  This was primarily due to a number of 
factors such as the size of the school, the longevity of the current principal’s leadership 
status, and positive relationship of the principal with students, parents, teachers, and 
adults in the community. 
Delimitations 
As an elementary principal, the researcher set out to conduct a school-based case 
study to measure and explore ways to improve school climate and teacher morale in one 
specific school. Due to positionality, the researcher expanded the study’s focus to include 
additional elementary schools in the district. The data gathered in the study were 
primarily teachers’ perceptions of school climate and morale based on their experiences 
within the small urban school district and community.  
The study included 8 out of 11 elementary schools in a district. Three schools 
were not included due to the following reasons: one principal opted not to participate, and 
two principals were interim acting. The two schools not participating in the study were 
eliminated because principals in those schools worked in their current position less than 
one year and the criterion noted that a principal had to work in his/her current position a 
minimum of three years.   
Recommendations 
The primary recommendation is that the communities in this urban school district 
immediately support its schools. The most important way to accomplish this goal is 
136 
through voting for, not against the upcoming 2012 school budget. Although this act poses 
some challenges for homeowners in the district, a passed school budget would serve as 
the foundation for negotiations between the school board, superintendent, and district 
administrative staff. This recommendation would also support the prioritization and 
allocation of resources, the improvement of facilities and services and help improve 
teachers’ perceptions of community support. 
Additionally, the community in conjunction with the schools must focus all 
energies on academic achievement providing the resources and support to elementary 
school where the foundation for learning is critical. 
Another recommendation is that principals actively seek to strengthen 
relationships and partner with parents and community members. These partnerships will 
help to improve school climate, enhance teacher morale, and strengthen academic 
emphasis in the district overall and in individual schools. 
Furthermore, it is recommended that the district try to determine the challenges 
associated with ES6 and the positive attributes of school climate and morale that are 
perceived by teachers in ES7. These types of inquiries will yield meaningful data that 
may be used to provide support and interventions in the school and similar schools within 
the district.  
The district and union should make every effort to settle the teachers’ contract. 
Teachers in this district have been working without a contract for several years. As a 
result, teachers in two schools feel that morale is affected by a perceived lack of value on 
the worth of their service.     
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Finally, principals should continue to exemplify sound leadership practices. 
Urban school districts are constantly bombarded with a host of challenges inside and 
outside of the school. Teachers also come to work with their own challenges; therefore, 
interpersonal relationships are essential.  
Recommendations for Future Research  
1. Conduct a qualitative study (e.g. interviews, focus groups) to determine 
causal relationships of teachers’ perceptions to specific sub factors as outlined in this 
study. 
2. Expand replication of this study to include staff perspectives on the 
elementary, middle school, and high school levels. Increasing the sample population in 
each school to include all constituents may lead to different results as related to urban 
public schools. 
Conclusion 
“Is your school a good place to work? 
Is it a good place to be a student? A teacher? A principal? 
It may be time to evaluate the climate of your school.” 
(Hoy and Tarter, 1992, p.74) 
One urban school district took the initiative to measure and evaluate its’ 
elementary schools to make this goal a reality. They accomplished these tasks through the 
support of the superintendent, principals and classroom teachers, who shared their 
perceptions of school climate and morale in this dissertation entitled: The Voices of the 
Teachers: Prekindergarten to Sixth-Grade Teachers Perceptions of School Climate and 
Morale in One Urban School District. 
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The overarching purpose of this study was to assess the school climate and 
teacher morale of elementary schools in one urban school district located in the Lower 
Hudson Region of New York State. Several objectives guided the research study: the 
identification of specific sub factors on the OHI-E that influenced school climate, the 
identification of specific factors that were associated with teacher morale, a comparison 
of OHI-E and PTO findings across schools, and an examination of the relationship 
between school climate and teacher morale.  
Two survey instruments were administered to gather the perceptions of 
prekindergarten to sixth-grade classroom teachers: Hoy and Podgurski’s (1990) 
Organizational Health Inventory for Elementary Schools and Bentley and Rempel’s 
(1980) Purdue Teacher Opinionaire. The OHI-E consisted of 37 items that measured five 
sub factors of school climate: institutional integrity, collegial leadership, resource 
influence, teacher affiliation, and academic emphasis. The PTO consisted of 100 items 
that measured 10 factors of morale: rapport with principal, satisfaction with teaching, 
rapport among teachers, teacher salary, teacher load, curriculum issues, teacher status, 
community support, school facilities and services, and community pressures.  
The findings on the OHI-E revealed that overall school health in the district and 
individual elementary schools should not be determined solely upon overall health index 
scores, but should rather take into account individual sub factors. That conclusion was 
based on the fact that the overall health index did not always reflect the range of “highs” 
and “lows” that were obvious in an analysis of the sub factors. 
Based on these findings, collegial leadership (i.e. teacher-principal relationship) 
and teacher affiliation (i.e. teacher-teacher relationships) were significantly above the 
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norm and showed a level of strength in the district. Resource influence (i.e. ability of 
principal to obtain resources) and academic emphasis (i.e. focus on student achievement, 
effort and assignment completion) on the other hand were perceived significantly below 
the norm and showed a level of weakness in the district.  
The findings on the PTO revealed that overall teacher morale in the district and 
individual schools were relatively consistent and positive. However, there were areas of 
moderately low morale-focused primarily on-a lack of community support, a perceived 
weakness in school facilities and services, increased community pressures, and teacher 
salaries.  
Given the pattern of the data gathered in this study one clear need is building 
greater community support.  It is paramount that community members (i.e. school boards, 
parents, members at large) support public education in this urban school district. The 
absence of community support in a district faced with ongoing academic, social and fiscal 
crisis may exacerbate the ongoing and continuing challenges and lead to even greater 
challenges in the future.  
Building the foundation of supports calls for collaboration, and effort on the part 
of both school leaders and the community.  It may also call for changes in both the way 
the district works and the way the community responds to and becomes involved in the 
life of the district. Increased community support, which would include an increase in 
mutual trust, a willingness to become collaboratively involved in making improvements, 
and a foundation of respect for the district’s staff, may well be the most important near 
term goal for the district and the community.   
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Without those foundational needs, the possibilities for improvements in many 
areas, ranging from improvements in facilities and services to productive union 
negotiations to a stronger resource base and better performance on state achievement 
exams, will be less likely. 
And, of course, positive community support would also have a positive influence 
on school climate and the morale of teachers, which has an impact on student 
achievement and the entire learning environment. 
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Appendix B 
The Organizational Health Inventory-Elementary (OHI-E) 
The Organizational Health Inventory-Elementary (OHI-E) 
Prepared by Hoy & Podgurski, 1990  
Teacher Directions: Write only the randomly selected code number on the top right of each page. The 
OHI-E is designed to measure organizational health in your school. Please read the statements below 
carefully. For each statement, place a circle around the (VFO), (OO), (SO), or (RO) to indicate if you feel 
the statement is “very frequently occur”, “often occur”, “sometimes occur”, or “rarely occur” in your 
building. There is no right or wrong answer, so please be as honest as possible. Please do not write your 
name on the survey document.   
  
Statements  
Very  
frequently   
occur 
 
Often  
occur 
 
Sometimes 
occur 
 
Rarely  
occur 
1 The principal explores all sides of topics and admits 
that other opinions exist 
VFO OO SO RO 
2 The principal gets what he or she asks from superiors VFO OO SO RO 
3 The principal discusses classroom issues with teachers VFO OO SO RO 
4 The principal accepts questions without appearing to 
snub or quash the teacher 
VFO OO SO RO 
5 Extra materials are available if requested VFO OO SO RO 
6 Students neglect to complete work VFO OO SO RO 
7 Students are cooperative during classroom instruction VFO OO SO RO 
8 The school is vulnerable to outside pressures VFO OO SO RO 
9 The principal is able to influence the actions of his or 
her equal 
VFO OO SO RO 
10 The principal treats all faculty members as his or her 
equal 
VFO OO SO RO 
11 The principal goes out of his or her way to show 
appreciation to teachers 
VFO OO SO RO 
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12 Teachers  are provided with adequate materials for their 
classrooms 
VFO OO SO RO 
13 Teachers in this school like each other VFO OO SO RO 
14 Community demands are accepted even when they are 
not consistent with the educational program 
VFO OO SO RO 
15 The principal lets faculty know what is expected of 
them 
VFO OO SO RO 
16 Teachers receive necessary classroom supplies VFO OO SO RO 
17 The principal conducts meaningful evaluations VFO OO SO RO 
18 Students respect others who get good grades VFO OO SO RO 
19 Teachers feel pressure from the community VFO OO SO RO 
20 The principal’s recommendations are given serious 
consideration by his or her superiors 
VFO OO SO RO 
21 The principal maintains definite standards of 
performance 
VFO OO SO RO 
22 Supplementary materials are available for classroom 
use 
VFO OO SO RO 
23 Teachers exhibit friendliness to each other VFO OO SO RO 
24 Students seek extra work so they can get good grades VFO OO SO RO 
25 Select citizen groups are influential with the board VFO OO SO RO 
26 The principal looks out for the personal welfare of 
faculty members 
VFO OO SO RO 
27 Teachers express pride in their school VFO OO SO RO 
28 Teachers identify with the school VFO OO SO RO 
29 The school is open to the whims of the public  VFO OO SO RO 
30 A few vocal parents can change school policy VFO OO SO RO 
31 Students try hard to improve on previous work VFO OO SO RO 
32 Teachers accomplish their jobs with enthusiasm VFO OO SO RO 
33 The learning environment is orderly and serious VFO OO SO RO 
34 The principal is friendly and approachable VFO OO SO RO 
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35 There is a feeling of trust and confidence among the 
staff 
VFO OO SO RO 
36 Teachers show commitment to their students VFO OO SO RO 
37 Teachers are indifferent to each other VFO OO SO RO 
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Appendix C 
The Purdue Teacher Opinionaire Survey (PTO) 
The Purdue Teacher Opinionaire Survey (PTO) 
Prepared by Ralph Bentley and Averno M. Rempel, 1980 
Teacher Directions: Write only the randomly selected code number on the top right 
of each page. The PTO is designed to measure 10 factors of morale. Please read the statements 
below carefully. For each statement, place a circle around the (A), (PA), (PD), or (D) to indicate 
if you “agree”, “probably agree”, “probably disagree”, or “disagree”. There is no right or wrong 
answer, so please be as honest as possible. Please do not write your name on the survey 
document.   
  
Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
1 Details, “red tape,” and required reports absorb 
too much of my time  
A PA PD D 
2 The work of individual faculty members is 
appreciated and commended by our Principal 
A PA PD D 
3 Teachers feel free to criticize administrative 
policy at faculty meetings called by our principal 
A PA PD D 
4 The faculty feels that their suggestions pertaining 
to salaries are adequately transmitted by the 
administration to the board of education 
A PA PD D 
5 Our principal shows favoritism in his/her 
relations with teachers in the School 
A PA PD D 
6 Teacher in this school are expected to do an 
unreasonable amount of record keeping and 
clerical work 
A PA PD D 
7 My principal makes a real effort to maintain 
close contact with the faculty 
A PA PD D 
8 Community demands upon the teachers’ time are 
unreasonable 
A PA PD D 
9 I am satisfied with the policies under which pay 
raises are granted 
A PA PD D 
10 My teaching load is greater than that of most of 
the other teachers in our school 
A PA PD D 
11 The extra-curricular load of the teachers in our A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
school is unreasonable 
12 Our principal’s leadership in faculty meetings 
challenge and stimulate  our professional growth 
A PA PD D 
13 My teaching position gives me the social status 
in the community that I desire 
A PA PD D 
14 The number of hours a teacher must work is 
unreasonable 
A PA PD D 
15 Teaching enables me to enjoy many of the 
material and cultural things I like 
A PA PD D 
16 My school provides me with adequate classroom 
supplies and equipment 
A PA PD D 
17 Our school has a balanced curriculum A PA PD D 
18 There is a great deal of griping, arguing, taking 
sides, and feuding among our teachers 
A PA PD D 
19 Teaching gives me a great deal of personal 
satisfaction 
A PA PD D 
20 The curriculum of our school makes reasonable 
provisions for student individual differences 
A PA PD D 
21 The procedures for obtaining materials and 
services are well defined and efficient 
A PA PD D 
22 Generally, teachers in our school do not take 
advantage of one another 
A PA PD D 
23 The teachers in our school cooperate with each 
other to achieve common, personal, and 
professional objectives 
A PA PD D 
24 Teaching enables me to make my greatest 
contribution to society 
A PA PD D 
25 The curriculum of our school is in need of major 
revisions 
A PA PD D 
26 I love to teach A PA PD D 
27 If I could plan my career again, I would choose 
teaching 
A PA PD D 
28 Experienced faculty members accept new and 
younger members as colleagues 
A PA PD D 
29 I would recommend teaching as an occupation to 
students of high scholastic ability 
A PA PD D 
30 If I could earn as much money in another 
occupation, I would stop teaching 
A PA PD D 
31 The school schedule places my classes at a 
disadvantage 
A PA PD D 
32 Within the limits of financial resources, the A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
school tries to follow a generous policy regarding 
fringe benefits, professional travel, professional 
study, etc 
33 My principal makes my work easier and more 
pleasant 
A PA PD D 
34 Keeping up professionally is too much of a 
burden 
A PA PD D 
35 Our community makes its teachers feel as though 
they are a real part of the community 
A PA PD D 
36 Salary policies are administered with fairness 
and justice 
A PA PD D 
37 Teaching affords me the security I want in an 
occupation 
A PA PD D 
38 My school principal understands and recognizes 
good teaching  
procedures 
A PA PD D 
39 Teachers clearly understand the policies 
governing salary increases 
A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
40 My classes are used as “dumping grounds” for 
problem students 
A PA PD D 
41 The lines and methods of communication 
between teachers and the principal in our 
school are well developed and maintained 
A PA PD D 
42 My teaching load at this school is unreasonable  A PA PD D 
43 My principal shows a real interest in my 
department/grade 
A PA PD D 
44 Our principal promotes a sense of belonging 
among the teachers in our school 
A PA PD D 
45 My teaching load unduly restricts my 
nonprofessional activities 
A PA PD D 
46 I find my contracts with students, for the most 
part, highly satisfying and rewarding 
A PA PD D 
47 I feel that I am an important part of this school 
system 
A PA PD D 
48 The competency of the teachers in our school 
compares favorably with that of teachers in 
other schools with which I am familiar 
A PA PD D 
49 My school provides the teachers with adequate 
audio-visual aids and projection equipment 
A PA PD D 
50 I feel successful and competent in my present 
position 
A PA PD D 
51 I enjoy working with student organizations, 
clubs, and societies 
A PA PD D 
52 Our teaching staff is congenial to work with A PA PD D 
53 My teaching associates are well prepared for 
their jobs 
A PA PD D 
54 Our school faculty has a tendency to form into 
cliques 
A PA PD D 
55 The teachers in our school work well together A PA PD D 
56 I am at a disadvantage professionally because 
other teachers are better prepared to teach than 
I am 
A PA PD D 
57 Our school provides adequate clerical services 
for teachers 
A PA PD D 
58 As far as I know, the other teachers think I am 
a good teacher 
A PA PD D 
59 Library facilities and resources are adequate 
for the grade or subject area which I teach 
A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
60 The “stress and strain” resulting from teaching 
makes teaching undesirable for me 
A PA PD D 
61 My principal is concerned with the problems of 
the faculty and handles these problems 
systematically 
A PA PD D 
62 I do not hesitate to discuss any school 
problems with my principal 
A PA PD D 
63 Teaching gives me the prestige I desire A PA PD D 
64 My teaching job enables me to provide a 
satisfactory standard of living for my family 
A PA PD D 
65 The salary schedule in our school adequately 
recognizes teacher competency 
A PA PD D 
66 Most of the people in this community 
understand and appreciate good education 
A PA PD D 
67 In my judgment, this community is a good 
place to raise a family 
A PA PD D 
68 This community respects its teachers and treats 
them like professional persons 
A PA PD D 
69 My principal acts interested in me and my 
problems 
A PA PD D 
70 My school principal supervises rather than 
“snoopervises” the teachers in our school 
A PA PD D 
71 It is difficult for teachers to gain acceptance by 
the people in this community 
A PA PD D 
72 Teachers’ meetings as now conducted by our 
principal waste the time and energy of the staff 
A PA PD D 
73 My principal has a reasonable understanding of 
the problems connected with my teaching 
assignment 
A PA PD D 
74 I feel that my work is judged fairly by my 
principal 
A PA PD D 
75 Salaries paid in this school system compare 
favorably with salaries in other systems with 
which I am familiar 
A PA PD D 
76 Most of the actions of students irritate me A PA PD D 
77 The cooperativeness of teachers in our school 
helps make our work more enjoyable 
A PA PD D 
78 My students regard me with respect and seem 
to have confidence in my professional ability 
A PA PD D 
79 79. The purposes and objectives of the school 
cannot be achieved by the present curriculum  
A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
 
80 The teachers in our school have desirable 
influence on the values and attitudes of their 
students 
A PA PD D 
81 The community expects its teachers to meet 
unreasonable personal standards 
A PA PD D 
82 My students appreciate the help I give them 
with their schoolwork 
A PA PD D 
83 To me there is no more challenging work than 
teaching 
A PA PD D 
84 Other teachers in our school are appreciative of 
my work 
A PA PD D 
85 As a teacher in this community, my 
nonprofessional activities outside of school are 
unduly restricted 
A PA PD D 
86 As a teacher, I think I am as competent as most 
other teachers 
A PA PD D 
87 The teachers with whom I work have high 
professional ethics 
A PA PD D 
88 Our school curriculum does a good job of 
preparing students to become enlightened and 
competent citizens 
A PA PD D 
89 I really enjoy working with my students A PA PD D 
90 The teachers in our school show a great deal of 
initiative and creativity in their teaching 
assignments   
A PA PD D 
91 Teachers in our community feel free to discuss 
controversial issues in  
their classes 
A PA PD D 
92 My principal tries to make me feel comfortable 
when visiting my classes 
A PA PD D 
93 My principal makes effective use of the 
individual teacher’s capacity and talent 
A PA PD D 
94 The people in this community, generally, have 
a sincere and whole-hearted interest in the 
school system 
A PA PD D 
95 Teachers feel free to go to the principal about 
problems of personal and group welfare 
A PA PD D 
96 This community supports ethical procedures 
regarding the  
appointment and reappointment of members of 
A PA PD D 
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Statements 
 
Agree 
Probably 
Agree 
Probably 
Disagree 
 
Disagree 
the teaching staff 
97 This community is willing to support a good 
program of education 
A PA PD D 
98 Our community expects the teachers to 
participate in too many social activities 
A PA PD D 
99 Community pressures prevent me from doing 
my best as a teacher 
A PA PD D 
100 I am well satisfied with my present teaching 
position 
A PA PD D 
  
